ED 128 978

AUTHOR
TITLE

SPONS AGENCY
PUB DATE
GRANT

NOTE

‘Flf\h{‘ D™ TAD
~LhRo T nivn

DESCRIPTORS

IDENTIFIERS

ABSTRACT

DOCUMENT RESUME
95 EC D90 996

Heiny, Robkert ¥.; And Others

Field Teaching: 2 Report of Plaanning a Social Science
Based Teacher Training Progranm.

Office of Education (DHEW), Washington, D.C.

75

OEG-0-71-17666

195p.

uF-3$0.83 BC-310.93 Plus Postage.

Change Agents; Conceptual Schemes; Exceptional Child
Education; #*Handicapped Children; *Models;
Practicums; *Prevention; Program Descriptions;
*¥Social Science Research; *Teacher Education

*Field Teaching; George Peabody College for

Teachers

Presented is the final report of a project to plan a

field *teacher training program for preparing educators to work as
soci.l change agents with particular emphasis on preventing

handicaps.

The report is divided into two parts: Part I on the

general schemes of the field teacher training model and the methods
and procedures employed ir its development; and Part II which
presents supporting concepts and analyses of the field teaching

model.

Covered in chapter 1 are philosophical and conceptval

foundations for the training of field teachers in human differences

and social systems,

Theoretical foundatiors of training, and a

description of the field training model in terms of its four major
components (explanatory statements about relationships among
independent and dependent program variables, directions for planning

an individualized learning progran,

the substance of the program, and

relationahips between affective and cognitive domain changes).
Reviewed in Chapter 2 are the two types of procedures (administrative
arrangements and the construction and testing of field teaching
models) which were used to complete the project. The role which
special education plays in developing the field teaching model is
examined in Chapter 3. Outlined in Chapter 4 is the social science
nodel of handicaps. An analysis of the model's development and the
issues, propositions, and hypotheses which make up the field teacher
training model are presented in Chapters 5 and 6. Also included asre
appendixes (with information on such topics as ideal field teacher

training program content),

charts, and tables. (5B)
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PREFACE

Two developuents facil< ated the request for funds to support

this project to plan a social science bused field teacher training

O

program. First, over the past eight years, several faculty members
and students interested in the sociology of exceptional children ex-
changed idens, shared cxperiences, and reviewed empirical data and
theories concerning the social nature of personal troubles. Second,
the faculty at Pcabody inaugurated two new curricular sequences: (1)
an undergraduate interdisciplinary major in human behavior and (2) a
cross categorical, task force approach in special educatioﬁ for the
preparation of pcople to give priority in their professional werk to
those called handicapped. These developments provided this project

a planning base which acknowledges the shifting administrative cur-
ricurar context of higher education but has roéts which extend through
eight years of serious attempts to devise an alternativé to the ex—
isting ieople~changing orlc.tation of special education. .Field teaching
Ls an altempt to revicw current understnndings.of the social context
within which pcople~changing occurs and to suggest alternatives to the
traditional orientation of speclal education.

This project report concerns relationhsips between pcople~-changing,
education in its broadest sense, and society. Studies have bcén con-
ducted In order to draw out some of these relationships., Sometimes the
studles were conducted through asking and answering questions ahong col-

leagucs; sometimes they were field trlals of tentatlve answers developed
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ERIC

Aruitoxt provided by Eic:



in these talk sesslonsy sometimes they were Individual efforts to
understand responses people gave to both talk and field trials., 1In
each case¢, systematic procedures were followed yielding volumes of
collected newspapers and other documents, hundreds of papes of field
notox,thndreds of nlles of travel and occasional "ah-ha's".

Numerous attempts werce made to move beyond treatments of edu-
cation being considered synonymous with people changing through
schooling to thc interaction between people engaged in normal every-
day cvents. Prohes were developed to understand the thinking and
feeling of community members, and to rationalize our images of the
learning processes used - .+« common and unique problems. In con-
ducting thesc probes we cepted that cach new mewmber of a group must
learn to act somcwhat as other members of that group aéted or they
would be excluded; we accepted that cach member contributed to the
maintenance, and/or the change of the ,roup. TFurther, we accepted
that cach member of one group also would be a member of other groups,
and that sometimes these multiple memberships would precipitate con-
flicting intra- and inter-g oup demands,

The studies which generated this report focused upon education
as learning to solve problems encountered in cross group memberships.
Education, then, 1s an instrument for survival in everyday l1life; it
consists of trial-and-error activities and their substitutes (being
told orally or in writing of other people's trials-errors and accom-
plishments). Education is also an instrument for adaptation and change
of the group structure and function to more clearly allow dndividual

members to declde the consequences of thedlr own actions in varlous
iv
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settings. When studied this way, ecducation is the point.of interscction
between social groups, between new and old group members, between clements
of social systems, and between the past and the future. Such a view of
education provides a context for understanding the sociai meanings of pco-
ple-changing fads, whether emphosizing the technologics of precision tcach-
“ing, parent cffectiveness training or encounter therapy, whether emphasizing

directed skill building such as through vecational training or dircct instruc-

tion in reading, or whether ewphasizing content acquisition as in traditional

Y

social studics classes.

Schooling and teaching are direccted vehicles for conducting cducative
processes in at least quasi-systematic ways. We accept that schooling is
attended by a minority of the human population at any given time and that
few chances exist for a change in this condition; we accept that schooling
is a socially acceptable short-cut to assist some people in avoiding the
firails-and-errors encountered in thic past and to assist some people in
going beyond accomplishments obtuined in the past; we accept that some
group members benefit from schooling more than others and that differences
in benefits are usually attributed to individuals rather than to some
functioﬁ of concurient group memberships which they maintain. Further, we
accept that teaching in its most ideal state consists of mentoring,
incorporating much of that which is specific to social group memberships
held by the mentor, not nccessarily social group memberships held or to
which are aspircd by all students; we accept that teaching in its least
ideal -~tate consists of explicit attemtps to control through various degrees
ofAcoorcion (rewards and punishments) the behaviors of other group members,

especially when ends of the control are the cracking of reading, writlng,
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and computational codes, and the convience to the tcacher of having
a quict, orderly room. We accept that thesc are parts of life today.
Ficld teaching is an attempt to use the generic or root ideal
functions of directed cducative processes and to reconstruct mentoring
processces so that they apply to scttings other than just schools. Al-
though schooling and school teaching present an overwhelming set of
problems to be explored and resolved, cducative processes in non-school
settings appear to be cven more gereric to general social interaction
which lecads to differential styles/forms of survival. The proccesses
considered arc those used by symbolic interactionists, namcly the
functions considered and understood through concepts of socializing,
reference grouping, developing others, and labeling. Thus, this projecct
was conducted to design a program ouiline for preparing field teachers
which would incorporate these concepts into its theoretical model and
these functions into the activities of social mentors involved in
identifying alternative resolves to some common daily problems.

Although labeled "Final Report" this document can not be acceﬁtcd
as the end of total development of social science impact upon the cd-
ucation of handicapped peopie. This rcpo;t is simply another step in
attempting to articulate cxisting relationships between social science
knowledge and professional practice. This project secks to answer the
questions: (a) which information and procedurcs from the social sciences,
mainly sociology, may be used to prevent handicapping conditions from
developing, at lcaét in high risk arcas and (b) whith conceptual models

for training and service must be ieveloped before prevention can be

conducted more extensively? 3
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Special Project Objectives. Specific obiectives of this special projcct
are:

a. To develop a model for training ficld teachers as prevention agents.

i. The model will be based upon information and practices developed
in the social sceinces.

4i. The model will recognize inter- and intra-individual differences
among people and among social institutdions.

i11. The model will include a means for evaluating the effectiveness
oi the training program.

{v. The model will incorporate trainees views, training activities,
and prevention effectiveness.

b. To implement a trial prototvpe of the model for training prevention
agents.

i{. The implementation will be based within the existing cooperative
- endeavors of the Interdisciplinary Underpraduate Major in luman
Behavlor, the Denartment of Special Education, and the Neighbor-
hood Learning Center (MLC), all conducted under the direction of
Peabody College facultv.

i4. The implementation will be conducted in various field stations
currently being used or to be developed in Human Behavior and
Special Education students, and in various (nLc) field stationms.

iii{. The implementation will include an evaluation component which
which will:-provide dailv and periodic objective and subjective
information in order to make decisions about the utility of the

training model, progress of the training, and about the preven-
tion of handilcaps.

This project was undertaken because previously no systematic consider-
ation had been given by special educators to the potential impact of the
gsocial sciences upon deciding what a handicap is and what can be done about
it. The project results in a conceptualization of handicaps which allows
active prevention of their development, and provides indices to reduce the

severity of the impact handicapping conditions produce once they develop.

vit
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While Joscph J. Cunningham supervised the field activities upon which
this report is based, Robert J. Stachowiak analyzed the data generated
through thesc daily activities and Ronald Lukenbill participated in and
gathered the data regarding the dallv activities surroundirg thls project,
major responsibility for the prenaration of the following report has been
that of the scnior author. As principle iInvestigator of the project, the
senior author developed the theoretical precepts upon which the project
had been bas=cd: supervised the development of the training model: and
initiated the programs through which daily activities occured and dnia
concerning these activities were gathered.

The body of this report is divided into two parts. In Part I, Heiny
presents the peneral schemes of the Field Teacher Tr -ining Model as well
as the methods and procedures emploved in ips dcvelopmcnt.. Part 11 is
devoted to supporting concepts of the Field Teaching Model and qnalyscs:
Chapter III examines the role special education playé in developing the
ficld teachine model; Chapter IV outlines the social science model of handi-
caps; Chapter V presents an anlysis of the model's development, and Chapter
VI presents the issues, propositions and hypotheseé which make up the Field
Teacher Training Model for preventineg handicapping conditions. This model,
in short (to paraphrase a cliché ) requests the field teacher trainece as
well as other human .service workers to 'Do unto persons, who are at-risk of
becoming considered as handicapped and socially stigmatized, as you would

have others do unto your own family."

10
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INTRODUCTION

The field teaching training program is a set of planned activities
designed to prepare professionals to prevent and reduce handicapping
conditions. Field teaching is professional action intended to maintain
pluralistic democratic patterns in cducationél practice. It is one phase
of a continuing effort to acknowledge systematically that education is
a meanc to ends determined by each individual; thus, field teaching is
part of the tradition in education directed toward so: reconstruction
which will qllow for such individual ends to be considered appropriate.
The training program is a formalized socialization package designed to
sensitize educators to social aspects of handicaps, especially as group
processes and functions lead to the assignment of one person to stig-
matized statuses such as ”handicappea," "alienated," or "unproductive."
The Hicld teaching training program is a systematically intellectualized
assenblage of value orientations, patterns of actions, identified re-
sources, and personal tasks which introcuce novicg and expcriéuced

educators to prevention of handicaps through social change.

Trnditién of Social Reconstruction
Field teaching is part of the tradition in education and the social
sciences in which reconstruction of society is an acknowledged end. Since
earliest history, cducators and their precﬁrsors have transmitted ideas
and patterns of thiuking which contribute to the way nations grow, work
is defined, and roligions are merged. TField teaching continues the kind

of work in whicl. Samcal Gridley Howe, Dorothea Dix, and Jane Addams
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2
engaged, namely, identifing a human need, developing a way to meet
the nced, and soliciting recognition and support for these activitics.
Howe started schools for the rctarded in this country, Pix focused
public attention upon the lack of service facilities for the mentally
111, and Addams established a pattern of necighborhood services which
allowed imniprants to form their own reference groups and to merge
only as much as they wanted with the dominant social order. These
functions of starting, focusing, and establishing new social forms are
targets for fiecld teachers. |
Academicians ycsterday and today have called for social reconstruc-
tion. Comté, known as the father of :ociology, formulated a positivist
position which called for the systematic study of gr;ups in order to
know how to change these groups. This position led to a disciplined
study of relationships among social policy, social intervention, and
scholarship. Zurcher and Bonjean (1970) reported tﬂat these relation-
ships were debated rccerncly in heated national meetings of professional
societies such as the American Sociological Association, the American
Political Science Association, the American Historical Association, the
American P;ychologicnl Association, and the American Philosphical
Association. Similar movements have been observed among a minority of
members of the Council on Exceptional Childr and the American Association
on Mental Deficicncy. Although the explicit debate has focused upon
topics of the day such as the Vietnam war and inflatior, the underlying
i{ssue has been the extent to which professional practices should be in

support of an employing organizatlon and the extent to which practices

1
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3
should be in support of clients' stated neceds (when these two positions
arc perceived as dissimilar). Routinely, and for reasons congruent
with organizational principles, the majority of professionals support
organizations in the name of meeting client needs. A minority of

professionals cither challenge the validity of such ‘“establishment"

positions and/or generate ''alternatives." In sociology, C. Wright

Mills is a frequent veferent for the minority; Philip M. Hauser artic-
ulates the views of majority. They both agree and disagree on major

points:

Both men manifest concern for human suffering.
But while Hauser feels that value judgments
concerning human problems and suffering are
incompatible with the role of social scientist,
Mills argues that no social scientist can or
should operate without thLom. Whereas Mills
sees the social scientist at once being and
acting as citizen, scholar, researcher, and
actionist, Hauser sces those roles as separate,
and self-defeating if simultancously enacted.
Mills urges social scientists to take positions
on social, economic, and political issues, to
create ''publics" for rational discourse, and
directly to influence the wielders of power

and the makers c¢f policy. Hauser contends that
it is not the role of the social scientist or
his professional organization to take such
positions unless they are concc:.ied with
threats to the effective functioning of the
disciplinc (Zurcher and Bonjean, p.3).

Contemporary counterparts to the traditional and interventionist posi-
tions exist within efforts to educate the handicapped. Thesc positions
might be illustrate. most clearly by distinguishing ctween those who
glve priority to mcans and those to ends.

Priority to means. A current fad in special education and other

human services is that extensive control may be obtained by one person



Q

ERIC

Aruitoxt provided by Eic:

ovnr another's beh:vior through the management of consequences.
Extensive cffort is gencrated to refine thils tool to allow for
precise manipulations of behavior for any purpose selected. This
is an cxample of what Farber, Harvey and Lewis (1968) and Farber

and Lewis (1972) termed progressive status quoism because refinements

are made on "how" people are changed rather than ''what'" the

changes mean to the ones being changed or to their kin. Reports of

the contingency management position permcate Exceptional Children

and the Journal of Applied Analysis of Behavior; observations of the

trend also are available by monitorir: methods classes offered in
colleges, especially where various forms of S-R principles are the
only ones considered relevant for serious presentation, and where
inquiry wmethods are the butts of joke: . Tones and MacMillén (1974)
suggested that special education is in a transition to becoming a
better profession because of ﬁhis elaborated tool, popularly known

as behavior modification. Other professionals take pride in the high
degrce of technical * ° ciency they have developed in modifying others'
behavioré and expend effort in developing a technology consistent with
traditional Calvinist ideology and existing bureaucrr-tic practices
generally used in public and private settings.

From this perspective, handicaps are a problem of the individual.
Hardilcaps are amcliorﬁted by changing the person so his behavior con-
forms more closely to dominant behavior patterns. Prevention of hand-
icaps 1s shaping behiavior early in the sub,cct's 1life so 1t does not

become aberrant in the first place. Such shaping occurs by manipulating’
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the immediatce environment of the subject, especially those things
which occur just beforz and just after behavior is exhibited. Be-
havior modification is concerned with '"how' in the here-and-now.
The stratary is to reduce a situation to its smallest manipulable
parts anda to control those parts which control another's behavior.
This technique is especially effective with children, and those
with limited behavioral repertoires and experience. From this
perspective education equals behavior change; special education
equals bchavior change of stigmatized members of a population and/or

those wh> do not change rcadily in ''mormal schooling" situations.

Priority to ¢nds. By contrast, another contemporary fad exists
where a learner is introduced to a situation and all;wed to discover
principles of life through asking questions and through trial—-and-
error. The methods used are similar to but not exactly like those
practiced by scientists in the development ¢ . knowledge. Ideally,
the learning situation is defined by the .carner. The teacher struc-
tures interest areas using ;rude approximagions of sales appeal
techniques, but does not exert additional coercion. Learning is the
goal or end. "/hat'" is learned is identifiable analytically as a
sclf concept of a successful inquirer, a schema for searching ocut
unknowns, and an understanding of how to define a situation to mecet
personal growth objectives.

Bruner (1960), Hendrix (1967) and Suchman (1961) discussed learning
by discovery as a way to identify concepts and principles about everyday

phenomena. This method includes:

17
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helping lcarners get at the structure, or at
the laws and principles of a subjcct, by allowing
them to discover these laws and principles through
intensive exploration of councrete instances; with-
holding verbaliration of the basic principles
~until they arce understood operationally and uscd
intuitively; defining the process of learning as
an active organization and reorganization of
mental schemata with which to process information
and to pcrceive relationships; strengthening the
process of inference, that is, the process of
going beyond that which is given. (Taba, 1965,
p. 178)
Summerhill and thec British Open Schools, as wecll as the University of
I1linois Committcc on School Mathematics, are notable examples of
discovery/inquiry processecs oeing the core of the school program.

From this perspcctive, handicaps are issucs of the setting. Handi-
caps are amcliorated by changing the sctting or altering policies
governing the use of matarials and Space so learners will use it as they
want. Prevention of handicaps involves changing attitudes, values, and
organizational policy and structures to allow for such personal choices
to occur without prejudice. Such changes occur through consciousness-
raising discussions; mentoring, i.c., use of Rogers' (1968) principle
that a tescher is a master learner; facilitating advocate groups for
negotiating reprecsentative policy; and supplying materials and space
so that experiments and other forms of trial-and-error and creative,
artistic activitics may bc performed. Related contemporary practices
also cxist whereby facts and skills developed in specialized situations
such as a univcrsity laboratory arc disseminated for public use. The

primary modcl for this practice is the agricultural extension program

developed and implemented by land-grant universities. ‘lew tools, such
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as a field corn fertilizer, are rclcased to the public; university
people tell and show farmers how to usc it, and identify ways to
change the tool even further to meet the needs of the farmer. 1In
education, storefront schools, extension programs, and university
research centers demonstrate elaboragions of such development~-
disscmination practices available for supplying new facts and

adapting them for public use.

Orientation of Field Teaching

Field teaching is based upon principles developed in the social
sciences, especially those principles which allow for a critical
understanding of and action in public situations. These principles
include but are not restricted to: (a) human behavior results from
an individual trying to fit the expectations of significant others;

(5) each person is a member of a primary reference group which

provides a social identity; (c} learning is the internalizing of

valves and attitudes associated with these groups; (d) skills are
developed by each member to conduct activities expected of them;

and (e) many refercnce groups exist, some of which have expectations
that conflict with the expectations of an individual's primary reference
group.

.Field tcaching is designed to prevent handicaps. Handicaps are
labcls comprised of pejorative summative evaluations and judgments about
the preccived fit of a group member's actual or projected actions and
appearances with group cxpcctations. Prevention occurs Ehrough inter—~

vention into group and cross group expcctations, attitudes and valucs.

19
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Intervention allows relevant group menbers, i.e., labeled person,
family representative, and cross group mcmbers (labeler-employer,
mental health department consultant) to state and, 1if necessary,
negotiate for public support in meeting the ;tigmatizcd person's
needs. Intervention can also take the form of T.V. advertising

about similarities between stigmatized and non-stigmatized people,
critiquing actions of public officials in the conduct of their
offices, a2ad fostering the development of groups which agree to
support specific learning patterns and situations for their members.
Types of learning fostered include (1) traditional code breaking of
the three-R's when teachers are invited by the head of the family
instead of in school —prescrited place aad time, (2) accommodating
and changing school organizsticnal rattoyns so that more exploratory
expericnces might bo csadicied by Tewacrs without prejudice (learning
the scho.l hustle ol huildiug and cliusToom managers), (3) relating
formalistic learning paticias to social realities of non-school settings,
and (4) using formalistic tools (teacher materials and imstruction
techniques) to menage pocsonal, individual learning.

Ficld teaching activities are operated in concert with voluntecer
parent groups known as community advocate councils. These groups are
fostercd by field tecachers. The councils' goal is to obtain a fair
share of public resources for use in the raising of their children in
their belief system and life style. These field teaching activities
are popularly knoun as community organizing, and are part of the

Jeffersonian tradition of democratic politics and of the Dewey tradition

20
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of pragmatism.

Plan of 'this Repoit:

This report is designed as an introduction to one systematic way
to soclalize a professional as an educator. The report consists of
three related parts, cach part including two or more related subparts
about learning to be a teacher, about what field teaching means, and
about what f{ield tcachers learn:

Part I is the field teaching training model. This part consists
of a description of the model and the way in which the model was
formalized. The model is based on philosophical concepts of choice
points, priority statements, and issues. The empirical world consists
of a plurality of values, norms, goals, and tasks, resulting in an
irrational situation where choices are required. The forced-choice
situation yields several issues which, when resolved, yield explanations
and iustifications for some forms of human variation being called hand-
icaps. Resolves to these issqu are inhibitors or facilitators to
the life chances of group members. No single definition of handicap
exists, nor does any single technique or strategy prevent their existence.
Rather. hanaicaps exist as a result of the plurality of the empirical
world. A vision of the social world as associated with accumulated facts
about social institutions allows consideration of the relativity and
arbitrariness of judgments concerning the appropriateness of one group
member's actions by other membars or other groups.

Field teacher trainees learn to discuss these ideas and to relate

them through words and practices to social criticism, community organizing,

and group functioning. These relationships are associated with cognitive
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and affective domains through coursework, ficld practice, case studies,
and through outlining and defending a personal learning program. The
basic model is to learn by doing while recognizing what the relative
quantity and quality of that learning/doing offers for the life chauces
of people called handicapped. This model and the rest of the project
were conducted with assistance from a National Advisory Board and
National Working Committee. Early thoughts and critiques were presented

in two issues of the Peabody Journal of Lducation and several short-

term prototype projects were used to check the usefulness of the fofmal
thinking.

Part II is a presentation of supporting concepts and analyses of
field teaching and the training model. A social science model of pro-
cesses, roles, statuses, and organizations.is related to ﬁandicaps; the
major relationship being that exceptiounal children, including the hand-
icapped, are made, not born. They are the product of social processes
used to resolve social issues about who gets what and to which advantage.

S maa . Adsen < £ : 3
t and education of exceptional children 15 con-

A critigque ©
cluded by suggesting that most contemporary profeésional literature has
lost its ugefulness for social refqrmist conceptions of social justice
because it does not provide a framewofk for understanding what constitutes
social exceptionality, i.e., which relevant relationships exist between
variation in human development and organization of normal everyday life.

A paradigm for analysis of exceptionalities, a brief historical review,

and an outline of three models of handicaps are presented as one frame-

work to provide such understandings. Elaborations including a taxonomy,

ERIC

Aruitoxt provided by Eic:
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of this framework describe field teaching as social action. Main
charactgristics of the taxonomy are that social organizations are
both the locus and focus of field teacher actions, and that such
actions are intended to produce a redistribution of power toward
more direct support for human differences. Several propositions
are outlined about relationships between a learner (stigmatized
person) and social organizations.

Part III consists of the appendices. They include an intro-
duction to issues which are resolved in ways which ''make handicaps,"
an ideal field teacher training program curriculum, a curriculum
planning seQucnce description, a set of readings, an elaborated
description of a paradigm for analysis of exceptionaiities, a list of
readings about the meantally retarded as members of a surplus popu-

lation and summary statement of the two Peabody Journal of Education

feature sections on field teaching.



CHAPTER I

FIELD TEACHER TRAINING PROGRAM MODEL

The model of the fileld teacher trailning pfogram is a concep-~
tual base for préparing cducators to work 28 social change agents
who give priority to pre?ent?ng handiceps. Ti'lg model is construc-
ted around cholces which conctitute parameters of decision making
procesesee for specifying people and their behaviore as "different."
The choices given pricrity in the training sequence are identified
in the field teachsr model -3 issues. Yore specifically, the fleld
teacher training program includes ways for apprentices tp under-—
stgnd professional and popular knowledge about human differences
and'aﬁout how these differences are used to the advantage of some
and the disadvantagz of other people. This program is designed to
asgist apprentices to develop a personal and professional stylg to

accormodate this understanding. The graduating apprentice, having

forcing individual concerned with the welfare, rights, and respon-
sibilities of people; will be able to identify and describe soclal
problems as they relate to handicaps; will be skilled in the col-
lection and use of data relevant to ideni.ified problems; and will
be influential in the development of practical resolutions to de-
fined problems, especially to preventing handicaps.

Thé product of the field teacher training program will be a

poclal change agent who is continuously in the procecss of becoming
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a contributing member of society by giving priority to assisting
others to make decisions concerning their own life chances, their
local community, and the formal organizations in which they partic-
ipate. These graduates will be employable in various agencles, in-
cluding churches, socilal services, prisons, juvenile courts, and/or
will be prepared with an action—oriented liberal arts background to
begin graduate work. The training model depends upon exigting field
ptationa, termed Neighborhood Learning Centers (NLCs), upon a Program
fgwprovide social sceince based definitions of handicaps, and upon
activities designed to prevent handicaps from occurring.

Preventing handicaps 18 the dépendent variable in this model.
In order to understand optional actions which are logically available
for this prevention,‘basic conditions (context, motivations, and re-
sources ) should be explicated in relafion to philosophical, em-
pirical and pragmatic inquiries. Primary conditions under which
this model of apprentice training operates are presented as (1)
philosophical and coneceptual foundations, and (Z) theoretical foun-
dations of training. The model of field teacher training is based

upon these foundations and follows these presentations.

Philosophical and Conceptual Foundations
Philosophical and conceptual foundatlons for the training of
field teachers rests in knowledge and practices about individual
human diffcrences and social systems. Social scientific study of
these differcnces, in the sense of applying a specialized approach

to studying life, 1s of relatively recent origin. Because it is

N
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relatively new, the body of scientific thought about differences
and systems is leés weil—known and less well-organized than old
wives-tales, superstitionas, and common sense conceptions about
people who call attention to themselves.

Since the social scientific study of handicapg is young, no
scientific agreement exists about general or specific concepts,
vocabulary, theories of causation, needs, or treatment. For that
matter, no scientific agreement exists as to whom Lf anyone is
handicapped.

In spite of the lacking areas of agreement, some common C1-
ements do exist. These elements are the issues which not only
delineate polar cinoices about ideas underlying concepts and prac-—
tices concerning handicaps, but also serve as the basis by which
choices are combined to construct explanations and predictions
.about voclal and personal functions of handicaps. Issues are
conflicting ways of conceptualizing phenomena observed in daily
1ife and are rooted in a view that life an. the world are basi-
cally irrational, at least as far as available human understanding
and control are concerned.

A conceptual component of this irrationality is the empirical
fact of a plurality of values, norms, goals, and tasks being avail-
able for social action at any given point in time ana place. This
plurality results in numerous values and ultimate goals being gen-
erated by people, and thus being avgilable for selection.

Another component is that this plurality requires choices

among values, norms, goals, and tasks to be made at any onc time
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and place. Choices require a rejection of some or most values,
norms, goals and tasks. Rejection might be either total or par-
tial, but either way, choices require attention be directed to-
ward a limited number of the multiple alternatives available.
Choosing or eelecting values and goals becomes a matter of re-
soiving a conflict; an antagonism of values exists and 1is likely
irreconcilable (Weber, 1947).

Weber (1947) addresses the existence of issues only indi-
rectly, but implicitly through considering the process of ra-
tionalization in a complex social and historical eontext. Ra-
tionalization is a method for stating a rule of observed pat-
terned 1ife phenomena, such as 2X2=4. Freund (1968) summarizes
Weber's ideas about rationalization by stating that it cccurs
"through a division énd coordination of éctivi.{es on the basis
of an eiact study of men's relations with each other, with their
tools and their environment, for the purpose of achieving greater
efficiency and broductivity" (p. 18). Parsons (1947) suggests
that the context of meaning "refers to a plurality of elements
which form a coherent whole on the level of meaning" (p. 95).
Weber {1947) suggests that several possible modes of meaningful
relations between elements such as logical consistency, thé es~
thetic harmony of a style of music, or the appropriateness of
means to an ¢ d exist. By contrast, motivational understanding
of acts such as outbursts of anger provoked by jealousy, iﬁjured
pride, or an insult are attributed to affectual determinants and

are derilved from irrational motives. ¢Both observational and ex-
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plenatory underctandings, whether assoclated with rational moti-
vation or affective irrationality, are contrasted with ideal types.
Ideal or pure typcs are a theoretically concelved set of meanings
attributed to hypothetical actors in a given situation. Idcal types
do not "refer to an objectively 'correct' meaning or one which is
true in some metaphysical sense' (Weber, 1947, p. 89), but dif-
ferences between understandings and 1deal types are attributed to
irrationality. Irrationality has its source (a) in affective life,
(b) in an individual's relationship to power, (c) in expressions
of chance end unforseeable circumstances, and (d) 1in ethical irra-
tionality. Thus irrationality and plurality are two parts of the
sawe situation, and both ere conceptual bases for the exilstance
of conflicts in ideal and actual social action.

Common 1issues

Irrationality, as related to handicaps, 1s posited as being
demonstrated by selected issues which are nu. resolved to general
agreecent by sclentific knowledge, professional practice, or the-
oretical formulation. Resolves cf these 1ssues regarding handi-
caps are scen as politically relevant decisions selected because
of a predisposition to answers for ambiguous situations. (See
Merton (1957) for a summary of the Adorno study and the relation-
ship between po.ltical disposition and decision making-ambiguity
resolving.) Five issues comprise common elements which cut acroas
the disagreements not resolved by scientific knowledge, theoretical
formulations, or professional and lay practices.

Human variation present. a predicament or a dilemma in con-

DO
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ducting routine nocinl actions. One resolve to this issue 1is to

provide a rank order of necessary supports for various human dif-
ferencr . Anothror is to declare certain variztions as qualitatively
different from others and to treat them according to their dif-
ferences rather than their similarities.

Handicaps arc related to public issues of social structure

or to personal troubles of milicu. One resolve to this issue is

———

te analyze humca variation as it relates to social structure, and
to interpret these relationships as being part of ‘a social system.
Another resolve is to analyze human variation as it relates to
person ' structure and to interpret these relationships as being
properties of the individual.

Hendicaps are related to theory building, empirical research,

or professional-clinical practice. One resolve to this issue is to

suggest that these three activities are different orders of the
same reality. For example, theories such as those relating mental
retardetion to repertoire building (Bijou, 1966) are ways to sum-
marize and interpret empirical research findings and are ways to
direct professional actions. Another resolve to this issue is to
suggest that these threce activities are competing orders for con-
gldering the same level of reality. For example, a decision must
be made whether to expend energy and resources toward theory build-
ing, euwpirical rescarch findings, or professional-clinical prac-
ticing, assuming that all thkree neced not or will not be equally

supportable.

Handlc: s are a concern of the nature or the nurture of the
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organism or {ts behavior (human being). One resolve to phis isgue 1s

to attribute handicaps to human variatlon and then to proceed to try
reducing the probability of that variation occurring again or to attri
bute handicops to social systems and then to try changing a system. An-
other resolve is to take the existcence of human variation

aé glvens, and then to attribute handicaps to the way these varlations
are supported by the individual behavior or by social s&stem action.

Handicaps are related to ethics of responsibility or ethics of

conviction. One resolve 1s to bear in mind what 1s possible and

the most suitable means (such as contingency management) for achlev-
ing a desired end. Another resolve to this issue is to adopt a
principle (such as that assoclated with normalization) and to adhere
to that principle with the single purpose of applying it {o all
situations. The fifst resolve 18 a means-commiltment which establishes
the kind of responsibility to others which 1s accepted through social
action. The second resolve i3 an ends—commltment which establishes

a goal to be achleved.

Issues about human differences and thelr functions are re-
viewed as itcms in the socilology of knowledge. Weber (1947) sug~
gests that human behavior may be understood through the use of a
methodology which includes the construction and comparison of ideal

tyoes and obscrvational understandings (aktuellecs Verstehen) of

t..~ subjective meaning of a given act. An example of observational
understanding is the noting of a verbal utterance that 2 X 2 = 4
when it is heard or read. It 1s further suggested that understanding

may algso occur as an explanation of a given act. Explanatory under-
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standing 1g "attained if we know that he in'cpgaged in balancing
a ledger or in making a scientific demonstration, or is engaged
in some other task of which this particular act would be an ap-
propriate part'" (p. 95). TFrom thls perspective, human except-—
ionality is problematic, not given. Standard training programs
for special educators are a.matter of revicwing research reports,
genetic code cnarts, instructional technology, and admlnis -rative
practices related to the sociology, psychology, and education of
cxceptional individuals. In addition, the program.of a field
teachcr cpprentice reviews the social uses of each oflfhese frag-
mented reports and procedures are reviewed to develop an under-
standing of how reports and procedures are employed as a means

of increasing or decreasing the daily life chances of coﬁmunity
members: children and parents ac well as interested merchants,
professionals, financiers, and politicians.

This review of life chances, their social knowledge base,
their social structure implications, and their social action al-
ternatives is inconclusive; no solution is suggested or demon-
strated. A superficial knowledge of history is all that is re-
quired to demonstrate that fimal solutions are the property of
gocial institutions such as politics (e.g., Hitler's final so-
jution to maintain Aryan superiority was ‘o exterminate people
of Jewish ancestry) and religion (e.g., Christ preached a mixture
of love, obedience, and tolerance which his followers have dog-
matized, ritualized, and institutionalized in ordef&ta gain access

to heaven) not of scientifically based education. ‘The relation-
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ship between psychology, educatlon, and handicaps is that the
former two are tools for understanding and contrelling the third.
For pragmatic purpoces, .he ends of understanding and controlling
are not necesgary to usher in a new millennium or a period of hap-
piness or beneficial government to be enjoyed by all. Pragmacic
ends for some pcople include attempting to reduce social end moral
injustices; for c ‘hers they are to gain or to maintain material or
spiritusl advantage over other people. Thc.field teacher training
progran includes a review of logical and axiological structures of
such means and ends used by members of society, thus introducing
the apprentice to a demonstration of the limited, fragmented, and
superstition-bound sccial attempts which determine who shall sur-
vive and in which manner.

Since no single road leads to a single definition of handicap,
for either the scholar or for the apprentice, an element of arbi-
trariness exists in any author's choice of design for a study of an
undefined, but actively functioning field of professional interest:
handicapped people. Field teaching is frankly one-gsided about hand-
icaps. No pretense is made that field teaching activities or ways
of reprecenting daily life stand alone as guidance to those who want
to make critical acquaintance with the social science of handicaps.
Ficld tecachers must supplement their understanding of the daily life
of the hendicapped with understanding other people's primary purposes
for considering human variation as important for study or other ac-
tion. Thus, each apprentice develops a point of departhre in addi-

tion to their own limited experiences. Such external referents lead
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the serious student of handicaps and soclal change to additional
literature and thinking beyond those based in their own thinking
and actions. With-the diversitf of avallable referents, merit is
claimed for cultivating a pluralistic approach in field teaching
rather than trying to mix, in eclectic fasﬁion, a variety of ap-
pfoachcs which do not provide any systematic basis for under-
standing results of attempts to prevent or ameliorate handicaps.
The pluralistic approach used gives pricrity to non-school, non-
classroom aspects of handicaps and other soclal phenomena.

By stepping away from the daily concerns of the classroom
it 1s possible to identify several key variables which may di-
rectly influence what occurs in the classroom, and which may be
more powerful in determining the life chances of children than
anything a single t=acher accomplishes within classroom walls.

" Field teaching 1s the resultAof effﬁrts to surmount difficulties
indmaking objective judgement in order to aid ecach student of
child growth and development to form a vision of handicaps as
part of a social world.

Priorities

Social vision tequires simplification or even oversimplifi-
cation of the world as it is commonly known and experienced. This
can be achleved in several distinct ways: first, by considering
soclety from an individual's point of view; second, by considering
soclety as a related set of social institutions such as family,
religion, politico, and economics; and third, by considering goci

ety to be that.which is studied through specified methods by sociul
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sclentista. In ficld tecaching, all threc methods are considered,
but are arranged in different priorities to accomplish different
ends at different times.

Highest priority in the arrangement of.field teaching is
given to understanding soclety, and thereby meanings associated
with facts developed through specified methods of science and
presented in the psychology and education of the handicapped.
Scientific methods and loglc are given precedence in studying
soclety becsuse they are the most rational way humans have de-
vised to identify effective techniques to golve problems which
are defined. Neither scilence nor technology necessarily pro-~
vides the basis for solving all common everyday problems. Cne
feature of the field teacher training progrer 1s that oppdr~
tunities to develop a scientific understanding of the everyday
world, including problem definitions, are stressed.

Second highest priority in field teaching 18 given under-
standing society as a constellation of social institutions. Social
institutions are categorles of dally activities of members of so-
ciety which are used for understending variations in what is con-
sldered important to mzaintain collective action by human beings.
Social institutions are the context within which scientific studies
of the individual and where social action called prevention ¢Z
handicaps are conducted. This context provides the basis for so-
cilally relevant meanings belng assigned to particular behaviors
exhibited by human subjects and by profesaioﬁal pecople aﬁd social

change agents.
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Third priority in ficld teaching 1s given to considering so-

ciety from an individual's viewpoint. Although the individual's
life chances are the stated reﬁson for the existence of social
inetitutionS, once such rhetoric is expressed, little is known

or agreed about what should be done with the individual's per-
spective. Therefore, in order to proceed into unknown territory
with an unknown group of people, field teaching is designed so
that each ﬁémber of :ociety may review the individual perspective
indepcndent of the Iirst two priorities.

Other arrangenants of priorities of science, social context,
and personal growch might be developed by individuals who use the
same information contained in the field teacher model. Presenting
alternative arrangements seems cumbersome and non-instructive at
this time.

Each person attempting to master the body of information
about handicaps is encouraged to rearrange the above priorities 8o
that their learning needs are met as best as possible within the
framework of a professional training program. Since. each apprentice
field teacher is mest likely to be registered for additional course
work and/or maintaining direct responsibility for some educational
development of some child, relatively limited introspection will
provide "gut level' understanding of the basic limitations imposed
by the priorities used in this and other approaches to preventing
handicaps in humans. Such Introspective information should provide
each person with the opportunity to explore how others.have handled

the pragmatics'of learning to consider and reconcile apparent defi-
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clencies 1in the care and traatment of the handicapped.

‘heoretical Foundations of Training

In organizing a ficld teacher trailning model, social systems
approaches consistent with constructs of field teaching are taken.
The effect of thecse approaches 1s to allow for training to be based
upon fleld practice as well as upon 1cctur0;discuésion instruction.
The writings of Furfey (1954), Parsons (1966) Rogers (1969) Alinski
(1946) serve as heuriétic devices for explaining the relevance of
these two training foci in the field teacher training model. They
are heuristic rather than theoretical bases because separately and
combined they ¢ e only approximate conceptual roots of the multi-
dimensional field teaching practices.

Furfey (1954) suggests that several levels of understandings
and of decisions need to be made in order to examine soclety. . Since
fiehd teachers examine society and act according to results of their
obsefvafions, Furfey's model seems instructive in differentiating
various decisions made during the examination process. His model
is a vertical arrangement of various choices whi;h must be made in
order to understand their influence on socilal action, including at-
tempts to prevent handilcaps.

1. The most abstract level considers loglic (systematic study
of rules of order) and axiology (systematic study of value judgments)
as two Independent and necessary components for understanding and
explaining socilety. For those concerned with handicapping conditions,

decisions made at this level include the extent to which formal logic
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and axiology arc to be used as foundatlons for sclentific and prag-
matic social action and people changlng.

2. The next most abutract level considers a combination of
selected rules of order and selected value judgments of value pri-
orities which ultimately outline the rules which are used for studying
society. The technlical namwu for this 1evel of understanding society
is metasociolopy. For those concerned with handicapping conditions,
decisions made at this meta-level result in rules of scientific meth-
ods and of pragratic actlon being outlined. Decisions are made about
the establishment of priorities concerning what 1s to be examined.
Future decisions controlled by the rules made at this level include
how these studies are to be conducted, what is already known about
the situation withoug further systematic observalion, ;nd which gen-
eral actions are to be taken after the study is completed. For ex-
ample, a decision may be made to review cognitive functioning of
cﬁildrcn, to review behavioral repitoire, or to study psychodynamic
activity of the child. Specific means to study these functions will
be directed by what is to be studied.

3. The third most abstract level is the actual study of so-
clety. The technical name for this level of understanding of society
is sociology, the systematic study of social institutions as col-
lective phenomena. For those concerned witﬂ handicapping conditions,
decisions made at this level provide the context for interpreting
direct observations to be made in any study. These interpretations
nay glve ﬁriority to physical disabilities sometimes called hand-

icaps. These disabilities and handicaps may be considered as social
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phenomena resulting from the way society is structurcd or as indi-
vidualistic phenomena resulting from the way individuality is struc-
tured. Decisions made at this level result in outlining observational
procedures, data compresalon procedures, categorization procedures,
phenomena-analytic procedures, and reporting procedures.

Parsons (1966) outlines a hierarchy of control and influence to
suggest relationshilps which exist among values, norms, goals, &and
tasks. Within his paradigm, values are the most general congsideration
for understanding action. Values not only Zetermine which norms are
developed and thus integrate actions, but also determine which tasks
will be conducted in such a way as to attain goals. Goals, then,
establish norms and, thus, maintain patterns of soclal grtion known
as soclial institutions. The arrangcument of values as determining
norms, goals, snd tasks I1s called a hierarchy of control., The re-

" verse order of the hierarchy of control is called a hierarchy of in-
.fldence. Several features of Parson's hiergrchies are relevant to
the treining progrem for field teacaners who attempr to prevent hand-
icaps: (a) concerns for goal attainment and tasks give priority to
the individual over collective behavior; (b) concerns for normative
patterns and values give priority to collective over individual be-
havior; (c) social action may be generated through ei.ther the hier-
archy of influence or the hierarchy of controlj and (d) training
programs for field teachers provide for intellectual understanding
and practical skill in working with all four functions of soclal ac-
tion nﬁd with both hierarchies.

The work of Rogers (1968) has been incorporated into the training
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program by expligitly acknowledging that fleld teachers must de-
velop a learning style which will allow them to const-utly deal
with change and acquire the informatlon necessary to understand
what they obsgerve. .As Rogcers statcs, "A way must be found to
develop a climate in the system in which the focus is not upon
teaching, but on the facilitation of self-directed learning"

(p. 304).%

Alinsky (1946), in describing the need for community, grass-
roots organizations, makes a case for individuals being involved
actively in the causes and belilefs which they espouse and, furthér,
that action be concerned with broad issues, '"that there 18 nv such
thing as a single problem, that all problems are inter-related,
that'all issues are part of a chain of human issues..." ‘p. 216).
These two points are incorporated into the training program by
including informed, direct experience in the field, where priofity
is given to macroscopic social rather than microscopic individual
change.

Thus, the training program for field teachers gives priority
to self—dirccting students, who integrate academlc information and
ficld experiences as the information and experiences are related
to social structure, social action, and soclal change. The program
model is based on a systemic rather than an individualistic ap-
proach, and is used to foster underrtanding and manipulation of
what M1lle (1959) calls public issucs of social structure rather

thnn'personal troubles of milieu.

* Emphases in original
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Training Program Model

The training program model for field teaching is a represen-
tation of attempts by college people to increase the probability
that apprentices will demonstrate competencies related to pre-
venting handicaps. Prevention 18 conducted through use of infor-
mation and practices associated with socilal aspects of handicaps.
The training program model serves two functions: (a) to rank order
selected learnings which are to occur in the program; and (b) to
represent relationships between the training prrgram, social ac-
tion/change, and preventing handicaps. The ideal training pro-
gram model 1s divided into two parts consisting of academic con-
tents and field application of the contents. Learning, teaching
and courses in the field teacher training model are for purposes
of representing content and processes, leading to social initiatioh
and change. Primary processes are systematically observing, iﬁ-
terpreting, and integrating ideas and cxperiences in a complex
world.

The training model is, in effect, a set of interlocking mod-
els which form subcomponents of the total unit. The first component
consists of EXPLANATORY STATEMENTS about relationships among in-
dependent and dependent variables in the training program. The
second component consists of DIRECTIONS for planning an individu-
alized learning program for an apprentice in the training program.
A Curriculum Planning Profile Flow Chart 18 the name for these di-
rections. The third component consists of the SUBSTANCE of the

training program, and is called a Taxonomy of Social Aspects of
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Handfcaps. The fourth component consists of details of RELATION-
SHIPS between affective and cognitive domair changes and 18 rep-
resented in an Instruction-Learning Process Diagram. (The reviewer
of these components should attempt to pose as an apprentice en-—
countering the social aspects of handicaps for the first time.
Such a pose will provide an intuitive basi§ for acknowledging the
importance of outlining processes as well as substance and product
aspects of the training program.)

The critical coucern addressed in assembling the training
model was to devise a way to represent thinking and attitudes as—
sociated with a multifaceted, nonlinear view of gocial action.,
This view is complicated when pluralistic value ofientations are
presented as substantive issues which underlie the very idea of
handicaps. The resolve to this situation was to give priority to
sccial science research in processes and expectations for fiéld
teacher apprentices. This research orientation allows for the
lack of necessity for a single statement about the soundness or
adequacy of any resolve to any of the issues. The use of research
findings does provide variation in the quality and quantity of
information ava’lable for making professional decisions about the
social origin and maintenance of nandicaps. Situations exist when
professional decisics are based on tentative research conclusions;
other situations clmost require a guarantee of high’y reliable and
demonstrated validity of conclusions to be considered even tefore
a decisfon i8 made. T the need for knowledge is great (as in

deciding color cf research raculty office w@lls) and the risk to
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personzl development and safety is relatively low, then conclu-
sions can be accepted and used despite weaknesses in procedures
uged to generate these conclusions. On the other hand, 1if the
risk to the dependent subject/client/studcnt/citizen is great

(as in not providing fire escapes from a third floor school
building), then conclusions based upon anytﬂing but the strongest
data available is inexcusable and challengeable as malpractice.
Once the apprentice understands the relative strengths and weak-
nesses of research procedures and the various ways of reporting
the results‘of these procedures, the practicing field teacher ie
in a strong position to translate research based conclusions into
pracéical terminology and to adapt situations and conclusions until

a ''good fit" is achieved.

Explanatory statements. Explanations of the figld teaching
traﬂning model and of apprentices' actions and learning are re-
presented by nested boxes such as those called "Chinese boxes'.
The different size boxes represent different variables which in-
fluence the social meanings attached to different asﬁects of field
teaching. The primary dependent variables in explaining field
teaching training are associated with the cognitive and the affec-
tive domains of human behavior.

The cognitive domain in this program is associated with pri-
ority being given to the acquisition and/or use of knowledge and
gkills related to human growth, human organizational patterns, and
potential for growth énd organization. Assessm .t of thc cognitive

domain is through verbal demonstration (oral and written) of under-
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standing the facto and interprctations associated with social as-
pects of handicaps.

The affective domain in this program is associated with pri-
ority being given to the internalization of norms and values en-
countered while zcquiring and using the cognitive domain. Assess-—
ment of the affective domain is through exﬁibitcd behavior which
demonstrates a personal style for using the skills and knowledge
associated with the cognitive domain.

The development of each of these domains and of their in-
teraction is controlled by the independent variables of curriculum
planning, curriculum content, and instruction-learning procedures.
Curriculum plenning is the sequence ¢~ activities followed in order
to rationalize and maxzimize the opportunity for specific learning
to occur. This sequence gilves priofity to management by objJectives
teghniques and task analysis logic. Curriculum content which glves
priorify to social-collective perspectives, is the substance stud-
jed and the actions initiated when considering prevention of hand-
icaps. Instruction-learning procedures arc the action elements in
this model. Instruction is model (person model or symbolic model
such as verbalizations in writing or lecture) initiated activity;
learning is apprentice initiated activity whether imitative or orig-

inal in patterns, cuistance, or results.

Insert Chart 1
Here
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The intcraction among these variables is designed to change
and/or certify changes in rank order of skills and kunowledge re-
lated to the social aspects of handicaps and the prevention of
handicaps through the use of these tools. Instruction provides
opportunity for specific learnings to occur; ingtruction-learning
substance 1s outlined in curriculum content; instruction-learning
processeg are outlined i~ - 1lum planning sequence.

Directions. Direct. = . ocecding through the field teach-
er training program are oucilicd as a Curriculum Planuing Profile
(See Appendix A). The profile is a flow chart represc ting decision
criteria for developing an individualized learning program for each
apprentice. Developing & learning program consists of three multi-

staged components which can be identified as: Curricular Planning

Sequence, Table I, Develooment of Career end Course Obiectives,

Table II, and Selection of Filcld Work and Related Program of Study,

Table III.

An aﬁprentice begins the training program with his statement
of career goals and consultation with faculty members regarding
appropriate competcncies required to achicve these goals. After the
apprcntiéc has stated hin carcer goals and required competencies,

he enters another phase, Development of Carecer .and Course Objectives,

by completing a statement of career goals in behavioral terms.
Using his carcer goals, the appfcntice develops a proposed

course of stu.y end : statement of field work activities for his

entire progran which 1is ﬁrcscnted to a facul.y advisor for review,

clarification, and approval/nonapproval. If the program of study

WAl
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and the stetement of field work activities, accompanied by a re-~
tionale and defense, are approved, the apprentice, in ‘consultation

with faculty, employs the Selection of Ficld Work and Related Pro-

gram of Study to determine the means (which courses, which task

groups, and which field projects) hé will use scmester-by-semester
to complete the training program. At the end of cach semester, the
apprentice reviews the means employed during that semester and re-

vises the Selection of Field Work and Related Program of Study as

necessary and appropriate.

Through the Profile process and its declsion points, the ap-
prentice must state his choices, develop a rationale for his cholces
and defend the cholces. The making of choices, developing of a ra- '
tionale and defending the choices I8 an iIntegral lesrning embedded
in the operation of the training program and increased cémpetence
in gelf-directic~ and decision-making is8 a requisite for continuance.

Substance. The substance of the field . teaching training pro-
gram is outlined as Program Content, Curriculum Content, and Cri-
terior. Measures. One primary core of the substance which cuts across
all threc of these components 18 the posing .and resolving of issues
related to the social aspects of handiéaps. These issues are the
result of imperfect knowledge and the political use of this ilmperfec-
tion. A sccond priz.ary core 1s understanding thecories and accumulated
rescarch facts as well as related praétices assoclated with social
aspects of handicaps. Major theories, facts end practices are iden-
tificd through the use of the Paradigm for Analysis of Exceptlonalities

(lleiny, 196%; See Appendix B). The third primary core of the training
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program concerns methods for problem solving, including how to pose
and test hypotheses and how to pose snd answer empirigal questions.
The hypotheses and questions are ways to reach tentative xcsolves
to issues resulting from differing opinions and facts about accumu-
lated knowledge and skills about social aspects of handicaps.

The program content includes knowledge drawn from various dis- .
ciplines which give priority to processes and uses of human growth
{intra-personal development) and human interaction (inter-personal
organizaﬁion). The program content involves both the cognitive and
affective domains. TField teacher apprentices give priority in their
studies to action oriented field research methods, findings, and

.plications about handicaps.

The cognitive domain of the training program content gives pri-
ority to the acquisition and/or use of knowledge and skills related
to theories of and research ;n humen growth, human organization pat-
te;ns, and human potential. Acquisition includes imigbgive behaviors
associated with modeling in social learning theory, with training
tack behavior associated with experimental iearning st;dy procedures,
and general socialization associated with broad concepts of human
development. Acquieitior in this training program 1s accomplished
‘through (a) regular lecture-discussion-laboratory classes, (b) parti-
cipant-observation in campus and non-campus activities, and (c) on-
the-job training in field stations. Apprentices give prioritf to
field qtudy methods as practiced by ethnologists, organization ori-
ented soclologists, and other social scientists who study humans in

their natural-daily settinga. Through the ure of field study procedures,
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apprentices identify indices representing pcople's daily lives
reported in the literature and observing these indices in the
context of "real" rather than ''represented" life. These indices
include data about similarities and differences in human growth,
interaction, and organization related to personal and social
constraints and aids. All.apprentices explicitly become famlliar
with the social fact that individual differences exist, that they
understend their place as professionals In identifying the rel-
ative importance of certain differences, and that social organi-
zations advantage scme people who have certain differences and
disadvantage other pecople with other differences.

The affective domain of the training program content gives

priority to the internalization of norms and values encounterad

‘while acquiring and using the cognitive inputs. Internalization

includes independent initiation or demonstration of selected be;
haviors as represented in social learning theory, in transfer task
behavior asgociated with experimental learning study procedures,
and in gencral personal actualization associated with broad con-
cepgs of hﬁman potential. Internalization in this training program
is demonstrated through increased proficiency in the analysis and
use of concepts and skills associated with social change and pre-
vention of handicaps. Internalization concepts arc based on the
recognition that field tecachers and other social initiators give
priority to internal mechanisms of control over their behavior
rather thnn-to externel, contrived, or "matural' mechanisms. Rec-

ognition of the locus of these controls is reported in area papers,

48



37

face-to-face conversations, and formal meetings of apprentices with
other field teachers. Iour steps, throug . an'expanding spiral of
experiences, describe levels of internalizaticn and understanding
of the norms and values associated with field teaching.

1. Conversion. The first stage is a conversion effect

to field teaching. Conversion means that a person as-

sumes responsibility for his decisions about his own

education and use of time, and that this responsibility
w?ll be directed toward social initiation in order to
prevent handicaps. Locus of this experience varies with
each participant, but apprentices' self reports serve as

~ the basis to suggest that the idea of experimenting in
creative, humaniséic, and intellectual education is ap-
pealing and receives a trua—believef commitment. Reasons
for the appeal seem to be related to disaffection with

- traditional, lockstep college education, and with per-
sonal concerns such as '"Who am 1?" and '"What 1is the na-
ture of the world?"
2. Disilllusion. The second stage is disillusion with
fleld teaching and/or self. In pgeneral, the original
appeal of the program is weakened. No longer is field
teaching seen as the way to provide a. college education,
social reform, or prevention of handicaps; no longer is
college seen as important enough to continue; or no longer
is the individual concerned with continuing to live, or

with the nature-needs of the world. Much scapegoating




occurs while.secking external reasons for the lack

of realizing the earlier glimpse of 1ife which led

to conver n. Frequent rcferences are made to peo-

ple not fulfilling their commitments, claims of un-
ethical behavior and intellectual self-indulgence,

or other such statements intended as ﬁejorative:
requests are made for surface changes in the train-

ing procedures in order to routinize decision-making
and thus avoid establishment of own decision making
process. All such efforts focus upon individuals
denyiﬁg responsibility for personal actions or de-

| cisions, and continue until the apprentice withdraws
from the program, ceases to be actively derogatory.
about the program, Oor moves into the third stage.

3. Lame-duck. The third stage is the 1ame-d;ck or
non-productive portion of the internalization process
in field teaching. In general, the person and the
world do not relate in a rational, predictable way:
nothing seems to go as 1t is supposed to go. The as-
surption seems to be made that nothing can be done, 80
tolerance and/or martyrdom 1is appropriate; Frequently,
clothing styles change to extreme eleéticism or fas-
tidiousness; conversations are punctuated with statements
prejudicial against self or others; a passive acceptance
of requests for action occurs, but with a minimum of

follow-through; and less frequent contacts are made with
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training program people than in the first and last af-
fective stages.

4. struggle. The fourth stage is one of struggling to
find a way to achileve at least an approximation of the
conversion ideal. Various ways are tried for conceptu-
alizing and experilencing parts of the physical world

and for relating to people. These ways are attempted
until a comfortable one 18 found. Such comfort becomes

a "handle" for maintaining personal stability: the cre-
ative 'ah-ha'" takes place, becomes public, and the per-
3on returns to the first stage. The return to the first
stage 1s at a different level than Initially because of
different expericnces and understandings about self! oth-
ers, and the Qorld; therefore, stage four becomes a move-
ment towards becoming a knowledgable field teacher rather
than a "true believer" or a "novice convert."

The continual tecycling thréugh these stages, plus
cognitive growth, ﬁroduce the major part of the field
teaching conception of a geninely EDUCATED PERéON func~
tioning as a social initiatior.

Curriculum content. The ideal curriculum content for field

teachers 1s divided iuto two parts. These two parts are based upon
Hutchin's (1940) suggestion that (a) courses are for the development
of sclentific theorles and procedures which lead to critical thinking,
and (b) a person learns by doing, teaches through apprenticeship.

Learning, teaching, and courses are for purposes of developing skills
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in observing, interpeting, and integrating ideas and experiences

in a complex world. Field work is available for learning in the

senge of using the theories and procedures identified in courses.
Accordingly, the field teaching curriculum contains these two as-
pacts.

The first part inclddes those matters generally associlated
with traditional academlcs au: it professional training. tradi-
tional education from disciplines concerned with human development
and interaction constitute most of the content. Trainees enroll in
classes in departments (or divisions) of the college in order to
obtain relevant academic and professional preparation. A;l appren-
tice fleld teachers must successfully complete sufficient numbers
of these courses In order to meet all academic expectaﬁions set
for university graduates. Thus; students must demonstrate to the
facnlty and to the administration that they have sufficient back-
ground in the naturel and social sciences, mathematics, physical
and health education, and the humanities to merit beihg granted a
bachelor's degree. Existing traditional academic éourses are the
primary vehicle for demonstrating these competencies. College wide
provisions are made for testing out of particular courses, thereby
providing a weak gpproximation of individualized instruction for
each qualified npprentice;

Courses recommended to field teachers give priority to the
walfare; rights, and responsibilities of people with_whdm field
teachers work and learn (Sce Appendix C). Emphasis 1s placed on social

systems analysis, discilpined thought, and planned social intervention
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especially as they relate to preventing the cocial conditions of
handicapping children ;nd among minority groups. An éxplicit ef-
fort is made to avoid the development of dilettantism in field
teachers by requiring them to master disciplined logical thought

and the generation and use of objectified data, and to demonstrate
through traditicnal academic means (tests, term papers, oral reporté,
and examinations) a critical understanding of major principles of
human growth, orzanization, and potential.

A second part of the content for all field teachers relates
the traditional academié concepts and skills to the community and
to the college campus. In order to facilitate this applied aspect,
trainees form Task and Seminar Groups to devote time ana energy to
integrating objective with subjective views of the world. The in-
tegration pfocess also includes field work experience with resources
available for understanding and for solving problems outlined by
private and public agencles. |

Examples of this integration process are described by Janoﬁitz
(1969), Milio (1970), Berger and Luckman (1966), Weber.(l947), Rogers
(1968), and other scholars, as well as by pérsons writing descriptive
maﬁerials of college programs for undérgraduates at Néw College,
LaVerne College, Colby College, and Tusculum Coliege.

In general,vstudent activities in the training curriculum in-
clude extensive use of traditional lecture-discussion classes in aca-
demic or professional concerns, and integration activities designed
to relate academic with applicd situations. Field teacher apprentices

are encouraged to learn and use the same methods as behavioral and
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symbolic interactionists. Methods of participant observation,

field note record keeping, collecting and assembling documents,
ard analyzing both quantitative and qualitative data are gys~
temicélly considered as outlined by Becker (1961), Garfinkel
(1960), Filstead (1970), Heiny (1969), Cohen (1955), Powdermaker
(1966), and other ethnologists, Fileld teachers are apprentice
behavioral scientists who give priority to "doing something"
with the data they are collecting in classes, on field projects,
and duriﬂg other parts of their daily lives. The "doing some-
thing" includes both traditional and innovative forms of edu-
cation which are designed to support people to live better in
a participatory democracy. In other words, the field teacher
will be neither a researcher who compiles data for its own sake,
nor a do-gooder who becomes involved in causes because of ah
irrational desire to better ghe world (Filstead, 1970). The field
teacher becomes, in effect, able to make rational decisions which
are based on objective data and then implemeht thege decisions as
chenge activities. The change activities aré based on a) alter-
natives developed through the information collected, b) an aware-
ness of the ;ommunity needs, and c¢) values consistent with plu-
ralistic values that.may be held by members of the locale, 1,e.,
the fiéld teacher 1s a change agent,

Criterion measures used for the content of the training pro-
gram give priority'to demonstrated competencies associated with
social problews and social initiation change. Criterion measures

are minimum levele of competence to be demonstrated by apprentices.

ot
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Competence {8 the degree of congruence between expected behaviors
held by ficld teachers and exhibited behaviors by apprentices, Ap-
prentice competencics are related to information and practices iden-
tified throvgh use of the Paradigm for Anulysis of Exceptionalities
(PAE)., 1In other wofds, PAE 1s the major independent variable in
congtructing a linear set of criterion measures. Training and pr.c-
tice as they relate to CAgnition and affection are two sets of de-

pendent varlables in this construction.

Insert Chart 2
Here

A cognitive domain criterion check requires & critical knowl-
edge which 1is demonstrated by pregenting for faculty evaluation a
typed two-page, double—spaced; summarized analytic literature re-
view, The review conéiders two or more sides of an issue which
exists in the professional literature, Critical knowledge 18 dem-
onstrated by analyzing (comparing and contrasfing) this literature
in such a way that one or morc resolves to an issue on a given topic
are stated.

Instruction-lcarning procesaes. Instruction-learning processecs

are detailed to show relationships between affecidve and cognitive
domzins, and the external worid of the apprentice. The relationships
are reprcoented by a series of concentric cones which form a contin-
uous thrchd on a worm gear. The gides of the cones represent in-

struction drputs or vectors. These vectors cmanate from both the
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affective and cognitive domain of the CUrriculum. Affective domain
vectoys are learn£ng expectations as established By the degree of
fit botwaen apprentice and model perceived needs. Cognitive domain
vectors are instructional objectives recommended by the apprentice
and coﬁaidered by the model. The interior of the cones between the
sides and the centerline feprcscnt alternative vectors or optional
degrees of fit. The contlnuous common center of these cones 18
represented by a flexible cable. The cones increase geom~trically

in silze as tne thread moves through time.

Insert Chart 3
Here

The primary process in instruction-learning is repreeented by
concepts such as exchange theory in soclology (Blau, 1967), trial
and error learning in experimental psychology (Zeaman and House,
1963), and discovery method in the instruction of gifted people
(Hendrix,»lQGl). Priority in instruction is given to offering
an opportunity for an apprentice to imitatc and/or initiate a series
of affective or cognitive activities which will.modify his behavioral
repertoire. Each apprentice cxchanges an apportunity to model the
field teacher in the conduct 2f already committed responsibilities
which will lead to community organizati n to prevent handicaps.

The different concepts drawn from various theories about human

interaction are merged s stematically through use of




~3
SUOT2L2 0. X3 3uTuxes|
€34T 127 (70 TBUOTIDNIIBUT :8I0IIAA
uzxal3ed 1a33®0S
(as01)
(373 3s3q 30 =uyy) \~\
:Sutuwars .AA”\
T T /ﬂ/ anos
av

L Eo]

wxajyyed
1233803

KVEOVIQ SS300ud
ORINEVIT-NOIIONUISNI

€ I8VHD

Aruitoxt provided by Eic:

E ©



47

common sclentific methods used for conducting empirical studies.
in this way, upp;cnticeg act 1ike end thus in fact are junior
empirical scientists who give priority in their learnings to
ethnomethodology. Thé object of their learning is understanding
how various systems of deily activity increase and decrease the
1ife chances of diffcren£ people.

Several steps are required to conduct any empirical study,
including ethnologiles. These steps arec one of the cores of the
instruction-learning process of the field teacher training program.
Gephart and Bartos (1969 suggest that research steps include (a)
the structuring of a logiccl argument; (b) the generation of data.
and (c) the statisticel analysis of data. All three processes are
involved in testing hypotheses which are derived implicitly or
explicitly from theories about humaﬁ organization. Such hypothesis
tcsting {n field teaching 18 related to what Glazer and Strauss
(1967) identify as "grounded theory development." Items b and ¢
are involved in answering empirical questions.

In research, a‘hypothesis {5 a tentative statement describing
a tentative relationship betwcen two or more things. Kerlinger
(15o4) says that a test of a hypothesis 1s to determine the chances
of it nor being false. In research, an empirical question is ome
which cun be answered tﬁrough direct obaervation. Non-empirical
questions require both direct observations and inferences in order
to develop answers, Therefore, {nstruction-learning processes give
priority to testing ﬁypothcscs and answering questions about the

current state of human organization and ways to change this state.
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Concluding Discussion

In conculusion, unlik~ most curricula, the idpal curriculum
which has been outlined is neither course, nor content specific.

Nor is the model itself. This 18 because onme of the basic com-
ponents which the field teacher training model proposes'to develop
18 the ability for field teachers to make decislons. Traditionally,
teachers in the classroom make decisions for, and about, Btudents
in their classes without an objective scientific base for making
these decisions. This decision making process is part of the role
assignrment that is allocated to traditional teachers. Students have
no control over the decision to asslign a task by the teacher. The
degree of compctence with which the task is perforﬁéd is one means
of identifying and labeling someone as either deviant or non-ceviant.
in order for the field teacher app:enticé to become aware of other
ways tc perform ﬁasks——i;e., ways which do uot involve role aésign-
ment and competition {Heiny and Cunningham, 1972)--a certain amount
of ambiguity is inherent in the model.

The field teacher apprentice will not be allowed to have the
decisions on course werk made for them. Coursework decisions will
be made b, apprentices based ca the content requiremencs of the ideal.
curriculum in order to learn the conacquences of their nwn decisions.
Thea, when in the field, t:c apprentice will be aware of the decisions
that must Le mace and will also be famlllar with exploring alterna-
tives thar exist. For the field teacher to gain competence in the

pystemic approach outlined, an understanding of the content 1is the

osl. rot a covrse grade. Therefore, many alternatives are inten~-
? ]
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tionally made avallable, e.g., registering for classes, registering
for a readings and research course. OT independent study.

The fiecld teacher apprentice will be expected to demonstrate
competence in the ability to deal with concepts and content tradi-
tionally covered in classwork. This will be checked through per-
formance in the field setting and the ability to relate field work
experience to theoretical concepts. However, the field teacher model
includes one other aspect that is different from a traditional liberal
arts program with a social sclence emphasis or from a field based so-
cial vork school-type emphasis. Now being developed 1is a set of sim-
ulations and games which will familiarize the field teacher apprentice
with & variety of life styles, especially those that are most diver-
gent from that of their family of origin. These simulations include
use of cormercial board gewes, and the finding and holdiﬁg of an em-
plovmaent situation that is contrary to the 1life styles in which the
apprentice was ralsed. These gimulations are being developed so that
the apprentice field teacher will develop skills in iearning and knowing
the people and resources available to a community. Some of the needed
sldlla already identified include: networks of communication, transpor-
tation gystems and networks; identification of the people in the com-
munity and the means with which people ore classifled as insiders, out-
gidere, acceptable, and unacceptable; These types of skills are not
necesearily the same among —arious life styles, nor are they the same
between various neighborhoods of comparable 1ife styles. Nonetheless,
they are skills that must be developed 1f the field teacher is to be

puccessful in the role of a change agent, acting with and on behalf of
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a commmity. These skills and knowledges have been determined a.d
necessary to the field teacher not only to be a successful commu-
nity member but also to be famiiiar with the resources that a com-
mmity has available to itgelf and what resources might be developed
if the community is planning to act on its oﬁn behalf, before any
acﬁion is taken.

All the above skills are being developed for presentation dur~
ing the field teacher training sequence, and an integral part of the
content of Taek Group and Seminar activities. Not only will the sim-
ulations prove interesting and informative, but wiil also serve a8

a stimulus and motivation toward working in a cogmmunity.

<
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CHAPTER TII

METHODS AND PROCEDURES

Several stages of activities were compieted in order to develop
a working wodel for preparing people to prevent handicaps. Each stage
included discussion among experta, field testiﬁg of i1deas generated
from these discussions and qualitative evaluations. Original plans
outlined in the grant proposal were modified because the delayed au-
thorization for funding resulted in conflicting achedules among rel-
evant parties. Procedures used reflect a decrease in group planning
sessions by edﬁcators and social gcientists who wereoff of Peabody's
campus and an increase in individually written correspondence, tele~
phone calls face~to-face conversations and position paper writing about
field teaching. Advisory committce members were contacted and agreed
with these changes before they were finalized., Working committee :-em-
bers participated with varying amounts of time but with consistently
relevantlinformation end critiques.

Two types of procedures were used to complete this p}oject. One
involved administrative arrangements. Another involved the actual con-
struction and testing of field teaching modcls, related education model

for field teachers, and prototype field teaching practices and services.

Administrative Arrangements
Administrative arrangements used to develop the working models of

field teaching include (1) eastablishing an advisory board, (2) estab-
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1lishing a working commlttee and (3) establishing prototype education-
training service and practicum experiences for novice field teachers.

A. Advisory board.

An advisory board was established consisting of people knowledge~
able and concorncd with innovation in higher educatlon and with the
implementation of c»cial science i:formation and‘practices for the pre-
vention of handiceps. Duties of the advisory board were (i) to serve
a8 members of a consultant pool for the working committee, (11) to
present ideass ir the form of position statements for possible inclusion
in the training model and in the training prototype, and (ii1) to re-
spond to idcas and data collected by the working committee. Appointments
to the advisory board were made by the principle investigator and the
program director. Appointments included:

a., Samual A. Kirk, Professor, Department of Special Education,

University of Arizona, Tuscon, Arizona. '

b. William M. Cruickshank, Director, Institute for the Study of
* Mental Retardation, University of Michigan, Ann Arbor, Michigan

48108.

¢. Tillmen Cothran, Vice President of Academic Affairs, Governors
State University, South Park Forest, Illinois.

d. Robert Edgerton, Research Social Scientist, Neuropsychiatric
Institute, Los Angeles, California.

e. Bernard Farber, Professor and Chalrman, Department of Sociology,
Arizona State University, Tempe, Arizona.

f. Michael Lewis, Professor, Department of Sociology, University
of Massachusetts, Amherst, Massachusetts,

g. Leland Newcomcr, President, LaVerne College, LaVerne, Californin»

Original plans were for the advisory board to meet at least twice
during the planning grant period. The meeting was to serve as.a beginning
end an ending for the formal planning of the training program development
in order to provide overall guidance and closure during the project. Be-

cauge of the delay in rccciving authorization to spend the grant money,




mutually apreeable time schedules could not be rearranged for these meet-

ings. Therefore, the project director and principle investipator met with

each mcmber and/or corresponded with them concerning the project. The visi-

tation schedule included:

DATE

April 19-23

April 29

June 16

July 12
July 19

July 20

August 11-13

December 22

PARTICIPANTS

Heinv
Lukenbill

Heiny
Cunninﬁham

Heiny
Cunnineham
Lukenbill
Pellow
Stachowiak

Heiny
Cunningham

Heiny
Cunningham

Heiny
Cunningham
Heiny

Cunningham

Heiny

ACTIVITY

Meetings during CEC conventicn
held at Miami Beach-Samuel Ki.k,
William Cruickshank

Meeting at LaVerne College
California - Leland Newcomer

Meeting at Peabody College -
Leland Newcomer

Meeting at Amherst, Massachusetts
Michael Lewis

Meeting at Ann Arbor, Michigan
William Cruickshank

Meeting at Governors State
University, Chicago Illinois-
Tillman Cothran

Meeting at Paradise Vallev
Arizona - Bernard Farber °

Meeting at.LaVerne Collere.
California - Leland Newcomer



54

B. VWorking Committee.

The second reneral precedure was to establish a working committee of
knowledgeable people with time available to operationalize the policy
recommendations of the advisorv board duties of (1) to concentualize the
training programs suggested bv members of the advisory board, (2) to
evaluate the effectiveness of the training period. Members of the work-

ing committee included:

a, David Harvev, Assistant Professor, University of Nevada, Reno,
Nevada.

b. Phillip Schlecty, Associate Professor, Department of Education,
University of Morth Carolina, Chapel Hill, North Carolina.

c. Harry V. Wall, Chairman, Department of Special Education,
California State College at Los Anreles, Los Angeles, California.

d. Howard Alstein, Lecturer, Paul Doerwald School of Social Welfare,
Hebrew Universitv, Jerusalem, Israel.

e Robert Heinv, Associate Professor, Denartment of Special Education,
George Peabodv Collesme, hashville, Tennessee.

f. Charles Watts, Associate Professor, Division of Fducation, George
Peabody college, Nashville, Tenncssee.

g. William Yancev, Associate Profess ~. Department of Sociology,
Vanderbilt University, Nashville., .” 'nessee. '

Farly copies of project ideas and fiela teacher activities were cir-
culated to working commiiire members for their responses. Re:ponses were
incorporated into -:i.va.. planning and prototype activities and iato posi?ion
papers and responsc papu.s published in the January and April, 1972, feature
section of the Pcrbody Journal of Education. Periodic correspondence and

meetines with working committee members were also held. These visitations

included:



DATE

April 19-23

April 30

April 31 - Mav 1

July 23-25

August 8-15

November 23

December 27-28

PARTTCIPANTS

Heiny
Cunningham

Heiny
Cunningham

Heiny

.Cunningham

Stachowilak
Pellow

Lukenbill
Stachowiak

Stachowiak

He ‘ny

P
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ACTIVITY

Meeting Durinpy CFC
Convention - Harrv "all,
Howard Altstein

Meeting at California State
Colleee at Los Anpeles -
Harry Wall

Meetine at University of
Nevada at Reno - David Harvey,
Beverly Harvey, Marilvn Smith-

Meeting at Universitv
of North Carolina at

Chapel Hi1l - Phillip

Schlecty

Participated in SEIMC-BFH
Evaluation Conference at
Park Citv, Utah-Tom Snvder
Robert McIntrvre, Nan

‘Anderson, Phillin Burke,

Charles Watts, Stephan Lilly

Meeting at University of
North Carolina at Chapel
Hill - Phil.iip Schlecty

Meetlng at Modesto, California
David Harvey, Beverly larvey
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'C., Prototype Program,

The third pfocedurc was co use the three current programs available
at Peabody Collece for implementineg the protot?pe of the Field Teacher
Training Program. People repistered in the Interdisciplinarv Undergradute
Major in Human Behavior and the Community Fducation Task Force of the
Department of Special Fducation wére selected for participation in the
field teacher program and in the Neighborhood Learniﬁg Center Program,

Participants included:

PARTICIPANTS ACTIVITY

Carl Calkins Community Living Respite Center

Mar&lyn Smith Community consultatnt and school
school interventions with Native
Americans

Elizabeth Pasquini School Intervention Program Develop-
ment

Mary Pellow Community Day Care Programs

Laura Clifford assistance

Dorothv Pittman - Goss
Cecilia Fuller

Ronald Lukenbill

Ann Young

J. Michael Coleman Community sponsored habilitation
programming

Y
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D. Propgram Arrangements,

Several progpram arranpements were made in order to Insure that this
project could be completed. Virst, the principle investigator and project
director both have faculty responsibilitics in three cooperating programs
(Interdisciplinary Undergradunte Major in Human Behavior (1B), Community
Education Task Force, Departmcent of Special Fducation and Neighborhood
Learning Center - an element of their Education, Politics and Social
Change Rescarch Vrepgram). In HB, both are advisors to unlergraduate
students who are potential field teacher trainees, and to graduate students
currently enrolled in the Department of Specal Education. Class credit is
obtained for participating underqraduates t rotgh the Human Behovior Field
Work Coordinating Seminars, and through the scheduling'of additional lecturc-
discussion courses, arndi rcadins and research courscs which allow field work
activitics to be part of desrce programs. Affiliation with the Neipghborhood

¢ .
Learning Centers' activities are obtained at the discretion of the principle
investipator and prolect dircctor, both of whom assume primarv responsibility
for the parent research program. The Neighborhood Learning Centers were
developed and implemanted originally in North Carolina by Heiny in conjunc-
tion with Cunningham, Farber, Lewis and Harvey (llciny, 1977, & Cunningham,
J972). NLCs are functions of human interaction, not rlaces such as a store
front day care center: NLCs are developed by field teachers as thev operate
in communityv scttinps where formal organizations arce at a minimum. NLC
cooperation Is obtafned throuch cemmunication wich ~ther field teachers. For
example, Smith worked with Harvey in Rose Citv:; r: man worked with Barnes
in Southernville: and Pellow and Clifferd (1970) worked independently in

Pleasant View. Such cooperative administrative arranccerents are anticipated

to contlinue in the future,
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Steps in Development of Field Teaching Model

Several siLaps were followed in assembling models for the Field
Teacher Education Program. These steps were adapted from Merton's
(1959) notes on ﬁroblem finding in soclolegy. Mcrton suggests three
principle cozponents in the progressive formulation of a problem:

(1) originating cuestions which contain a statement of what one wants
to know should be posed; (2) a ratlonale of stating why one wants to
state a particular question that points toward possible answer should
be posed; and (3) specific questione that point toward possible answers
to originating questions in terms that satisfy the rationale for having
raised it should be developed.

Step One

Originating concerns for developing a Ficld Teacher Education Pro-

gram were developed before questions were posed.

(a) The originating concerns were for social justice, life chances
of the handicapped, and the mainrenance of participatory democ-
racy. These concerns are basic moralisms commonly associated
with a Judeo-Christian heritage, related to economics as Weber
(1936) suggests in his analycis of cepitalism and puritanism,
releted to politics as outlined in the United States Declara-
tion of Independence, United Nations Charter, and related to
academics and schooling as a means of self-actualization. These

moralisms are accepted as ends toward which social change should

70




59
be directed. I . very real sense, the Fleld Teacher
Education Prograw i iel is based on a philosophical
positivist positica that human activity can and may
be directed toward speciflc ends. The originating
question leading to the generatiocn of Fleld Teacher
Education Program model was

"What might teachers do differently than they do

now in order to increase the oppertunity for the

people they serve to be treated equitably under

-+ ».the law, have their individual differences be

less handicapping, and at the same time increase

the probebility that democracy will exist as a

major form of government?"
Events which precipitated the development of this model of
education include ithe development of field teaching in Planta-
tion City and surrounding areas and the institution of the
Interdisciplinary Undergraduate Major in Human Behavior at
Peabody. However, the originating moral qéncerns were not
sufficient justification or rationalization for the generation
of a scientific exploration of alternative educative prac-
tices. Rather, more prégmatic reasons were realized during
discusaions with colleagues (sce Heiny & Cunningham (1972)

(b) Pragmatic reasons for the generation of field teaching have

to do with basic differences in perspectives about the way
the wworld operates, ways to obser. 2 these opefations, and
options available for using these observations especially
as they relate to understanding and working with handicaps.’

Lazarsfeld (1959) suggests that behind any classificatory

effcrt 18 an orfeinating chservation of varlatic.as and dif-

W}
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ferences to be explained.

Explanations of observations are con-lucted through classifying different
phenomcna by a 'vaguely conceived underlving or latent propevey in regard
to which people or collectives differ"” (p, 48). Four steps can usually
be discerned in the traislation of this imapery into empirical research
{nstrunents. These steps follow a deductive sequence of going from a
gencral verbal imape to specifying several indicators, te sracifying a
subsct of indicators, and finally combining indicators into a single index
of the original general, verbal image. For convenience of focusing on the
extremes of a serial order » two types of indicators are diétinguished:
expressive and predictive ones. These. indicators refer to the relative

place held in the hyvpothetical processes vhich mediate between originating

Qbscrvntions and coneeptual imagerv which is developed to organize it.
Predictive !, !‘rators are statements about necassarv conditions which must
exist in or 1 to identify the probability of an event to occur.

The ficld t« - hing education program model consists of expressive indicators

of ficld teachlng, education, and social change, all from social science
system perspectives. TField teaching, as a service activity, gives priority
to jdentifyineg predlctive indicators of social chanpe in the direction of
democratle participation In daily declsion making and to using rational

means to incrveass the probability of producing change in that direction.

~1
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Step Two

A rationale for responding to initial concerns about social justice,
and the pravmatics of parvticipatorv democracy, especially as related to
education, was assembled. The ratiomnale provides.a focus upon special educa-
tion practices and social functiors todav,.

Special Fducation Todav

Today, special education is enmeshed in social problems which are not
accormodated in the assumptions underlying presently used concepts of handi-
capping conditions. Each action taken bv a special educator responds to
only one side of a series of social issues, either (a) class , ethnic and
racial pluralism, or (h) the growing sense of social transitior from an
individualisticallv oriented frontier society to a complex, technological-
urban conglemerate.

By not explicitly considering both .y »s of socilal issues in conceptual-
ization of who the handicapned are, spec’ . educators become unwitting allies
in social movements and institutions which give priority (a, to controlling
individuals arainst their will, (b) to violating the inteqritv of humane,
racfal and/or éthﬁic moverents, and sometimes (¢) to separating mother from
child: voung fron old: white from brown, red and black: one social class from
other classcs; government representatives from local citizens; teachers from
students; and, not the least of our concerns, special educators from regular

classroom teachers.
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The focus of current apeclal ~ducation teacher training programs
g on preparing profeacionals to idertify ond ottempt to ameliorate
personal trcubles. One dominent cssumptlon fcgarding-the goal of ex-
1sting special educatlon proprans {g that gscme children have personal
troubles at school and reculre gpecial treatment €O make them more
normal. Ons domlna:ut assumption regarding the means for obtaining thils
goal je rhat apeclalized pe?scnnel can be trained to reduce the severlty
and frequency ol peisonal troubles of child on, and to modify individual
differcnces to such an extept that these children can function more nur=
&ally.

To datc,»spécial cducation programs and procedures have not been
judged eficctive (Duan, 1968; Coldstein, Moss and Jordan, 1965; Kirk,
1964) in ameliorating handicaps i.e., retarded children are.still con-—
sidercd retarded after they have been in speclal classes; and children
with artificial limbs are still judged handicapped even though they
perforh the same tasks as do people with blologically developed limbs.
In fact, increasing speculation and evidence ind“cates that mildly
handicapped children are labecled only when they attend schools; and
concurrcatly, arc consldered norral when in thelr daily.non-school
worlds. (PCR, 1909

To date neither profeasional nor scholarly agreement exists about
which troubles are cruclal ones, nor about wh;ch ways of ameliorating
identified troubleu are most efficient and effective. Nor does profes-
sional agreement exist regarding the best ways to prepare teachers to
ameliorate any problem identiffed (lleiny, 1969). Such lacks provide an

auomle altuation which 1s subject to political decisions, including
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decisions about whlch conditions of human existence are handicaps
(witness legalilstic definitions eustablished by Congress for imple-
mentation of the Burecau of Educetion of the Handicapped), and about
the treatment of thosc labeled handicapped (witness the action by
Congress to establlsh the Burecau In thie Executlve Branch of the
federal government),

Toward an /lternntivc Sseclal Fducation for Tomorrow

In the spring, 15€8, the foculty in the Department of Specilal
Education, CGrorge Peubody College for Teachers, responded to concerné
(1) that a distinction should be made between preparing teachers to
work in classrcoms for the severely handicapped, and persons who work
with those people labeled mildly handicapped, and (2) that important
relationships exist between scheol achlevement, social cl&sses, and
patterns of child grovth and development, especlally as thesé fac;ors
result In people being labeled handicapped. Recognition of these con-
cerns led to the establishment of the T.terdisciplinary Undergraduate

Major in liuman Behavior (See Appendix D,

The rationale for the Human Behavior major includes a straight-
forward commitment to (a) scholarship, (b) practical experilence under
supervision, and (c) f{reedom to 1dentify, research, and resolve issues
related to man's survival in wodern soclety. The rationale is implemented
by ongolng rcsearch, excmplary practicum facllities, and a wide range of
profcssjénnl activity vhich students share with faculty leaders.

Local, regienal, and mational needs of programs for the handicapped
are directly related to the concerns identified in 1968 by members of

the Department of Special Educatlion at Peabody and to the develoﬁment

of the mnjor and the MNLC's.
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(1) Preparing teachers for Special Education Classrooms or Communi.ty
Work.

Until recently, most special education personnel.hava been trained
to teach 1in classrooms and have little formal knowledge of ¢ .. - ~muaity
in which they live or teach. The NLC field teacher role is an attempt to
provide a means for obtaining additional knowledge of communities through
active involvement in def{ining and attempting to resolve various local
social problems,

School personnel consider the high percentage of socially different
families to be an important problem related to education in Teﬁnessee.

. and the Southeastern United Stc :5. Families in the Southeast come from
several divergent cultural traditions, including urban, rural, and moun-
taln areas populated by Whites, Blacks, and Indians. An increasing num-
Lters of children from minority tradition families enter classrooms with
deficits which traditional programs (including special classes) have failed
to ameliorate, they are identified through traditionai psychometric pro-
cedures as being eligible for membership in special classes, especially
those for the educable mentally retarded.

Currently, no agreement exists among specilal educators, policy makers,
curriculum planners, or researchers rcgarding the logical and empirical
relationships between labeled exceptionalities and the existence of minority
traditions. In additlon, no agreement exists regafding the relationships
between appropriate instructional procedures and instructional content for
variously lgbeled exceptionalities and for members of minority traditions.
However, some agreecment exists that most of curricula, textbooks and recog-

nized teaching methods are aimed at the expericnces and values of white

<
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middle-clase children (Burcau of Education for the Handicapped, 1969).
%. son (1969) statesg that a teacher will face some specific problems
in relating to the culture of an inner city area. Similarly, problems
will be encountered by the teacher when cultural differences are en-
countired in rural areus. In elither urban or rural schools, the eval-
uation and expectations of the teacher may be fhe most important source
of information for a child to gauge his abili'y. Niemeyer has argued
that "the chief cause of the low achicvement of the children from
alienated grours is the fact that tco many teachers and principals
honestly believe that these children are educable to an extremely lim-
ited extent' (1563).

The political and economic demands for solutions to this lack of
agrcement concerning appropriate instructional and academic problems
placed upon tcachers, teacher-treiners, and researchers by these children
and their families are well-known. An illustration of‘political and econ-
omlc demands for soiuv~ions © educational and social problers includes
the formation «f progroms such ag Head Start 'im'the Office of Economic
Opportunity.

The inf}uence of these -»litically initiated activities upon ed-
ucational progrerming is still undetermined. However, acknowledgement
ig made by the Peabody faculty in HBE and Special Education that current
educaticnal proprams for children who are different, at least in portions
of the * theaatern region of the United States, are not as effective as
educuto. ., tncluding other apccial educators, might wish,

Faculty members at Peabody, as part of the higher education system

in the Unlted Staves, are expocted to serve the needs of Tennessee's high

N
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percentage of socially diflerent families. Faculty members of HE and
of Special Education are aware of this expectation and of "some of the
pressing social problems. These same members are making a specific
effort to consider Tennessce as consisting of a special case (although
edmittedly blased) of problems of cultﬁral differcnces and exception-
alities = fch also exist in other parts of the Southeastern United
States. =astructional strategies which consider and account for these
broad social problems,.especially as they affect the development of
conditions leading to handicaps, will continue to be developed.
Strategies used in current training programs concerning excep-
tional children and cultural differences have been developed in exper-
imental child psychology, developmental and experimental psychology,
and sociology. These strategles emerged as a result of the development
of thesc academic disciplines rapher than from focusing uéon ﬁossible
solutions to social problems. In general, instruction of the handicapped
has been limited to psycho-~educational and clinical models, both of which
are closely related to strategies developed in psychology gﬁd medicine.
By contrast, several members of the Peabody faculty are interested
in considering handicaps as a function of the maintenance of social in-~
stitutions, including schools, medical care, and law, raﬁher than simply
variations in individual diffcrences. Knowledge of the function of labels
in institutions leads to a multi-disciplinary base upon which school and
governmental policy decisions may be based. The perspective of institu-
tions as the basis for selecting topics and strategies for instruction

is in contrast to curxently used psycho-educational models. As in any
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exploratory effort, the regults of this institutional perspective
have not been demonstrated in large numbers of gtudics deallng with
traditionslly labeled exceptionalities e.g., retarded, deaf, e.o-
tionally disturbed. llowever, these strategies may yield radically
differcnt, but viable information upon which future policy decisions
may be bascd conce dng the care and treatment of persons labeled
exceptionanl. Thus, new alternatives to soclal prol:" ms now considered
ag resulting from varietions in individual differences and cultural
variation wny result from using additional strategies which are being

developed at Peabody.

Patterns of Child Greowth and Develonment.

(2) R:lcotionshions Petween School Achievement, Social Classes, and

Perhaps the most fruitful distinction the special educator can

neke while assessing the adequacy of conceptualizations of handicapping

sonditionz {5 to refer to the personal troubles of Milieu and/or to the

yublic 15%ues of social structure as outlined by Mills (1956). This

listinction in the social sciences ylelds an understanding of prioritiles
n special cducation, and thus of the severe 1imit;tions resulting from
ny activlity initiated by special educators., Mills suggested that personal
roubles cccur within the character of the individual and within the rangé
f hie irmediate relations with others; they have to do with his seif, and
ith thosc limited arees of soclal 1ife of which he is directly and per-
onally awa:

The gterement and resolution of personal troubles lie within the in-
lvidual as » biological entity and within the scope of his immediate
srroundluge f.e., in the soclal setting that 1 directly open to personal

tperience, and to some extent hig willlful actlvity. Personal troubles

~1
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are private wmatters which involve thrcats against valucs that the in-
dividual cherishes.

By contrast, soclal .ssuea occur when matters trenscend the local
milieu of the individual and the range of his inner life. They have to
do (a) with the organization of many local segments of the person's
environment into the institutions of a historical soclety as a;5%ole,
and (b) with the ways in which various environmental units overlap and
interpenctrate to form the larger structure of social and historicél
life. -

A social issue is a public matter thch involves threat being
brought against values cherished by collectives of people in & soclety.
Often, Mills suggested, 1t is not clear what value is threatened and
what 1s really threetening it. A charactexistic of an issue 18 that
there may be debéﬁb without focu;. Unlike widespread personal ﬁroubles
such as low IQ scores, an issue cannot be well defined in terms of

-
jmmediate and everyday environments of ordinary people, but may involve
a crisis in institutional arrangements which brings on contradictions
or antagonipms b tween valucs and/or means for realizing the values.

Traditionally, handicapping conditions (a) are conceptualized as
personal troubles of puople from a1l levels of society, (b) are related
to distributions of human attributes, and (¢) are judged to be deviant
patterms of behavior, growth, and/or development which are identified
and classified by professionals. Handicaps have been and are being
considered given phenomena which require control by experts, especlally

by trained educators and psychologists. If only a few people are labeled

handicepped, in a nation of over 200 million people, these are personal

30
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troubies which ray be hundled on an individual basis. For relief of the

troutle, governmental agencies and concerncd citizens consider changing
the person to fit the-existiug institgtional arrangements 1in society.

However, 1f in that same nation milllons are labeled handicapped
or arc kept away from the principal resources for sustaining contemporary
life -~ {.c., from the best education, medical care, housing, food --
this 18 a social issgue. Relief will not be found within the renge of
opportunities open to any one individual, or to all of the labeled per-
sons by dealing with them strictly on an individual basis. The very
gtructure of institutional arrengements which support all citizens has
collapsed.

From this sociological perspective, v constitutes a normative
rule and decisions as to which rules are most appropriate in a given

situation, is a social issue. Discussions about deviations of behavior

and development are personal troﬁbles. Aithough psycho%ogists and -ed-
ucators.recognize that normative rules and patterns only typify chai-
acteristice and do not represent individuals, administrative procedures
are established on the basis of the typifications.

Educators and others interested in psycho-bio-behaviorism may pause
at propositions such as "given.that inter- and intra-individual differ-
ences exlst, Low might they be modificd." However, a social sclentist
who considers that personal troubles or public issues of social structure
might represent these dlifferences might ask how dif{crences are used as
bases for legitimizing existing soclal structures and distributions of
access to resources and power. Farber (19¢8) suggests that to legitiﬁize

differentlal opportunities and access to instlitutions for some pcople,
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{ st111 say that we have a democracy, wc must find some personzl

>uble tﬁat others hafé. Accordingly, children who have discrepancies
patterﬁérbprhysicél or psychological development may be considered
viant if they are judged very different. The result of such judgments
to consider the deviant as having a personal trouble.

Special educators traditionally are concerned wlth the child during

d after he has been labeled different. Gencrally, as with the case of
e educable mentally retarded child and the child diagnosed as having

learning diszbility, his porsonal troubles are not defined until he

aches school. Accordingly, school personnel, including special educators,

e an instrument for perpetuating {a) labeling processeé which permit

fferential allocation of resources to various elements of society, and

) a competitive system which leeds to discriminatory action by social

nagers.

Lewis (1970) suggests that (1) forial competence of agents--school

sachers, sgsocial workers-~(2) the neighborhood milieu and (3) familial

ympetence milieu cr o vate o impede rather than enhance the development

F conventional compatence among ghetto residents. He suggzec :s that formal
>mpetence agents such 88 school teachers impede thelr owr c’:icctiveness

y operating inappropriate styles of intervenc'on. The interventions are

sappropriate because direct and extended Luideration is not given .o

actors identified from a soclal system rerupeative,

Current procr = es used by special .ducato: are oriented to working

{th individuals called handicapped, and o not consider the total range

f effects o/ their programs. For examplc spocial education classes for

he educcble mentally retarded disproportionately enroll racial minority
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children in Chapel Hi11l, North Cirolina, and ccher urbrm arcas (Heiny,

1970; Vucley, 1269). Gne way 7 explainLng‘this 15 to suggest that it

a2 4

results from conflicting valucu which meet in a school setting; on the
one hand, segre;..cion of the races hc3 been a cultural tradition in ot
least ¢ Couth ond perhaps in other scctions of the Unlted States as
well. Wizh changing U.S. Supfeue Court declsians and Justic~ Dep “tment
edicts, seyregation hag been considered 1llegal. Concurrently, with a
decrecse in the nusber of racially segregated classrooms, there has been
an in: .au:d enrollzent in classes for mildly handicapped children, in-
cluding many children frowm raclal end culturza? minorities (Wall Street
Journal, October 15, 1770). Special educators have not conceptualized

hendicaps in a way which accounts for such s.cial phenomena. rarber,

Hervey, end Lewi - (1%58) sugsested that concluaions from studies of the

relaticuchip bSetwoen comunity life and the gchool vig-a-vig the poor
(blacls sad whites), indicates familial deficlencies which z2re translated

into Intellectu.l and educz’ iensl deficlencies. These sociologists sug-

(T)he line of reason ap ordinarily taken by educators is (a)
the brsic pavterns of learning are developed in infeney

and carly c¢hl! Thood in the fanuiy, (b) 1f members of the

famtly .vc doficlent as teachevs or role models, the ch 1d
will be daffel .t in Lis learning hablits, (c) if these
learring defic! 'acles are to be erascd, school curricula
should be revisad to conpensate for thesc defled: acies. A
major agsumpticn In this [.ne of reasoning is that the 1: -
atitutional :orangements in the coimunlty--schools, busine: ses,
government, welrare agencies, and 8o on--connot be modified
dr.atlcu:ly to solve the learning problems generated in tha:
famtldi 1. G/ven this conmstralnt, any attempt at eldwlaating
the deficiencies mus: be restricted to working with the in-
elt or in school programs or in the conte.it

e

dividual crhildren
of the fam.ly (p.1l)
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Medical and administrati.. ..,dels have been used fcr outlining
and {rplencuting ¢ ducator act’ (tles derived from thése assumptions,
Increasing numbers of Jiagrostic and remedial training programs for
children with persow. L ¢rvubles are being conducted by téachefs who
have receive:! trainic; »d certification as special educators,

Frequently, this labelihg occurs when thé chl1ld rcaches gchool
age ancd 18 judged to be a2 slow achlever or slow learner: tYe child Is
identificd 28 the resul fudgment of actual or probable fallure
being assign:d to him: :acher, psychologist, or adminigtrator,
Thus, the special educator is not riewed as a picventive agent. Vhen
" ardoning alone, this traditional role of the special educator be-

of increasingly dubicus value and morally questionable in the

face of the increasing :videncc suggesting that labeling has 4 debil-
iteting effect on the child (Rosenthal and Jacobsen, 1966; Meycrowitz,
1965, 1967).
Summary

Existing speclal education programs have iocus;d upon deriring
pergonal troubles and prepar’ng professionals to ameliorate theos¢ prob-
lems. Such priorities have led to a continuing division of lahor and
specialization in all phases of cducation, including tcacher trair*ng
celleges, Hovever, thege divisicrs have nc. precatly changed the '~ 2g
of children so thot they can better st -vive in low income or ethnlc
minority.cnvircnments. In additfon, 7 ttle has been done to provide
a dircct hange 1u the "low income stat.;." iraditional roles gor Special
educatory have been within professional programs and have not acknow-

ledged (1) epeclfic activitics for educators acting as sovclal 4nitiate.-s,
)
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nor (2) social iasucs regarding the maintenance of soclety, nofions
of social control ard deviince, participatory democrgcy, social
siratification, or distributlions of power and wealth.
Step Three
Specific questicnr that point toward possible resolves and
answers tc originating cCﬂcgrna and that satisfy the rationale vove
developed.
a. What model -- e.8., objectives, processes, criteria —-- Of
przperation of people for increasing the life chances of
the hand: capped Right be generated?
b. What model #f services might be developed to increase the
probabllity of increasing the 1ife chances of the handicapyped?
¢. What effect vpon life chances of people labeled handicapped
will be generated thro ). this SGrV&Ce system?
d. Whet social changes might be generated or used as a réSUlt of

{leld teac“-;in.??
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CHAPTER IIY

ON MODELS AND MODELING IN SPECIAL EDUCATION

Models or representations of special education practices angd
functions play a significant role in the first phases of urderst¢and-
ing the development of the field teacher yole and of the field ¢=ach-
er education program. 4 brief; but comprehensive review of modelg is
presented te set 2 onstant perspective apout the place of modelg in
edicational program planning. This set is necesssy becguse partial
and partially developed models of cpeclal educatlon already exist 4in
professional and popular litcrature. These pieceS contain many of the
basic gnd sometines fringg idcas end practices assembled under fia1ld
teachng. The proposed constellatian of practices and funcﬁiOns o
field tcaching dif’crs from the known functions of these existing
fragments of épecial educators' roles as cooy relate o dovelr
of participatory democracy among people iy a :ommon se.ting Lo
common pcricd of time. Although not enougn research nag peen cenducred
to deronstrate that only lincerly functiong occur fiorp CUTTLTY teéchir
roles, sufficlent evidence deos exdst to syprest that sprudents are
Umited in learnjng end personal behavior pv tr-diticpal teachery
roles. fdditlonal future reseerch might be corducted to specify moce
clearly and COmplcfely the social structurg ond peratien ¢ £ the wtrnut

modelg for tcacher roles. Such research micht <rovide the batiis for

cloger flt between teacher fuacilons in a dewr w aey ond lan=ingo for
discu.eing these functlens, thus leading to a generat ypdesstending of
)
cut coue” O rachis j-educatfon. At preseny, curI”ni teapchet role
e
C)@
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wodels are reloatively useless as a basis for geunerating functions
legding to student centered self actualization, community sand -
zatlon congruent with suppert for "1g growth, and preressional
accountabilicy that such cupport and grawth are taking place.

Recozmendations resulting from the revicw of specici education
teaching models include; (1) thet the extent models (including par-
tlal modeis such as th  psycholinguistic basis for the 1llinois
Tear  Paycheolinguistic Ab/ o :ul be 4lcwiified and expressed as
completely and cleurly & possible glven the nrosent state of knowl-
edge in the field; (2) that empirical research be funded which will
elther substanticte or reicte the validity of these models as bases
to accurately predict social functions for the learner-citlzen; and
(3) that substantlated, wéll developed models be used as the basis
for inventing additicnal r =2 activities-performances for educators
besides the current emphasis upon people-changing through ralianéé

upon external-loci-cortrolied instructicnal materials, procedures

Structute and Functlon of Hodels
A model o. thuoretical model i a representation of a phenomenon
whi_ it displays distingulshing charac.. tlc . SU;h as the structure,
majo: relationships among various elements of the structure, and pro-
ceases which maintain the structure,processes and functions of Ire
phenomencn 1 its natural-original state. Gellner (1964) suggests that

wodels are uscd within socifal sciences to designate a range of verbal

and graphlic representations of reality, Including of soctal life. Gephart

o ry
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(1970) suvpueaty that wowdicls serve three general purpogesi to explain
the constituency of‘a complex phenomenon, to describe how such a phe-
Donapen Works, and to provlde the basls for predictions about changes
Which might offur in onc element of the phsnomenon when changes are
Raje in another element. Cemmon us.y »f the term model may be fourd
in any hobby shop where famous airplincs and racing cars are availsle
in pyniaturc size and price for wouldl be sportsmen and active W lter
Mittys. Vicliting a city park on a dry Sunday alternoon frequentiy pro-
Videg an oppeortunity to watch these minlatures dozfighting or r:zing
Wity puch Of the same demonstration of compe . Ltion which is witnessed
with the larger ts. 4 common academic use of models 1s in the pre-
Sentgtion of theories, hypotheses, and postulates designed to explain
behgyior of people and oréaL'zations. Any college te§tbodk-or profes-
Slonal journel provides an opportunity o review t:3e minlature re-
Prodycticns of the ceauses and effects of behavior of people and éocial
6y tez,‘f.’j .

hccording to Gellner, “ive kinds of models exist. One kind of model
is ¢y actuzl physical sreifact analogous to some other system; the parts,
thet - relat!caships and the working of the system are such thi.g by ob-
Berying the hrtifact, by producing chenges in 1t and by seeing their con-
SC¢Quepnces, inieresnces can be made about activity in the origlnal sw
A sceond ind of model spoclfies in works the.attributes of an artif..:
88 degeribod {n the first model speclfies 'n words the mailn attrii: ves
07 a gystem, but In terme simpler in various ways tac main attributer of
& Bygtrem, - 'L {1 terme simpler in varlous ways than some larger or more

Compeax syatam, For e. mple, a race car mod -1 kit usually includes gmall

-~
oo
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plastic pleces ond a ¢ -t of directions and ch.rts for asngembling the
model which looks like but 1s smaller than the major parts of che full
aize car., The pln;tic picc¢s arc ;Xyﬂicgi artifacts thch are a simpler,
but .ilghly aiwmllar, rcp-osentation of pleces on the real race car. If
paper dlagram and verbtal represcntations called directions or plans-to-
asgsetble-the-klt degeribe each {tem in the kit and/or each item on the
larger car, th - the second.kind of model 18 used to construct the di-
rections, only some of the parts are described verbally, {(and the rest
vt descriptions ere prophics) then the third model or simplified model

* 18 used. A frurth kind of model is any theory which poscesses the fea-
tures included In the first three kinds of models. A fifth kind of model
1s any proposition which 1s ¢ represents a model as in the fourth kind.
Gellner surmarizes the kindslof rodels by suggesting that relationships
of narts in the real system are reproduced in some other med{um. How-
ever, ki ds <l nodels vary beyond th:sc five _:neric types guggested by
Gellner. Sep.art suggests that combined verbal-pictorial forms may be
generated <o models and that fiow charts and mathematical formuli are
wodr” . All eighe of trose wrdels exdst as templates for assembling the
meny pleces of Lrcomp™:t inf-rmation avalleble about h: idicaps and so-
ety

Ingert Char:. i
Hore

Gephurt &lso suggesin that wmodeling o~ the srocess of using a model
may occur fin at l--ag thuce wors, One way Lo for modeling oo cocur by in-

vtance or by calling attention to the loci.. of a phenomenon, not to the
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details of 1t: "He 1is a model..." A sccond way for modeling to occur is

by analnrgy: similarity Lo ourput witho {dentifving hny connection between
the model and a corres oadent. A thivd voy for modeline to occuw is through
an isomorphic pnrescentation: a one to one correspondanc  1is generated betwveen
each el ent of model and of original syster Ohviously, different models
will lead to Jifferent interpretations of ohse vations and different implica-

tions for {utura actions.

Uses of noadels varv with the sophistication and intended outcomes of
the user. In seneral, models are uscd to present postulated properties and
relationships anong prbportios. Frrequently, as in sociology and psycholoav,
modals allow deductions to be articulated about consequences of various
interventions into a systo .

Postulates, as one form of model, are in'icators of phenomena tc be
observed in e real wor®! or the crininal system. L;zarsfeld (1959) sug-
gests that tvo kinds of indicators exist: exrressive and predictive, This
distinction, lite all such dichotomics, is one «° convenience for providing
focus upon both extrermes of a serial o~ or cont” 1 of poséihle ob-
servations. These dindicacors refor r -ces in che hypothetical processes
vhieh nmediate botocen ordninating ob-ervations and the cenceptual imagerv
that is develeoped to croanize these o ~rvations for analysis and under-

standinm. Thi~s distinetion between Indicator a” heliys in rel! Sinpg vare

{ous atudire to one another and .o locating nrchlems and controverises so
that thodr “Fidden arenda’ © cofn more explicit.  Lazarefeld defined these

t-1o indicator. throuch examples (expressive i:.dicators) and explanations-
olaboracions—dincusslons of parvticulor {tems to consld~r i 1 going bevond

observaticens (predictive indicatnr ).
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Onc example of an expressive indicator was an dtem on thie F-scale used
by Adorno (1950) in investigations of anti-semitism. An cxpressive dIndicator
or item on the scale reads: "0Obedience and re: sect for authority a:  the
most important virtues children should learn”. i, reem-nt to this item can
indicate uneasiness in hand]ipq onc's own moral problems, but the relationship
between response nd anti-gsemitism i a¢jpher obvious nor isomnrphic.

A second oxa. 'o taken from ‘e same scale 1s suggested to be a predic-
tive indicator: "ios®people don't realize how much our lives are controlled
by plots hatched in secret by politicisns." Lazarsfeld suspests tha - afree-
ment wltl this statement is onlv a small step to belief in the Prot- ols of
the Eiders of Zion.

Lazars{cld summarizes ris discussion of :aese indicatoré bv sugrosting that
all classificatc: - soncepts derive in the foliow:ng way: Some.emnirical varia-—
tions aro obscerve. "they are to be exple’s | bv a more gencral notion, &n
tunderlving trait.' The irnlicators for this trait point to the new unit to
be construec, ot their chioice is also dictated bv the originating observacion
ond th corresponding oxpressive indjcators is  ~iapled with different empirical
observations vhich 1s suprosed to wexplnt-. This -ads to distinct subsets of
predictive fndics ara. Finnily these are fur o and take on expressive func-
tinone f{or a ce-cralized variet: (p.532.

Jeineral, two stotenents describe models.  TFirst o model 1I- a reproduc-
tion of another svstem. The vasic structure of a model is congruent with major
ssumptlon , oremises, and @ copositions upon which the original artifact was
cons’ eted: a medel mects those co Htlops vhich allow all of ..o primary

S ttens of the original svatem to occur in tho reproc. zed svstem,

PN
N
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Second, nodels mav be a representation of a system in a medfium other than
the original med{un. TIn any mcdiumf models provide a relatively easier
access {or maninulatcion and observation of primary structure and function
of varlous parts. FEasier observation and manipuylation provide a basis for
inferences .nd generalizations “hou' the structure and function of various
parts. Fasier observation and manipulartic provide a basis for inferences
and generalizatic- : about the Sstructurc ano functions of the origins. svstemn.
Differences may he made throuch use of expressive indicators; generaliza-
tior may be made through use of expressive indicators.. Both differences
and zenerallzati ns may ¢xist in any of at Jeast three kinds of model
.

Presen . »d in anv of at least five (5) forms with any of at least three fits

with natureo.

r
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CHAPTER TV

SOC7 AL SCIENCE MODEL OF HALDICATS

A social science model of handicaps 1is devcloping in literature
des. -iLing socfal processes. gocial roles and statuses, and social
organ’.zatlons. Although reiatively fow studies have been conducted
expressly to test cocial aspects of hondlcaps per SC, much information
{s %nown ahzut how gnme people are labeled, stigmatized, tracked, and
rreaved 'ooause of coiteculve action associated with some humzn char-
acteristics.

A social science defi-ition of handicaps cuts acro8s standard
ce .egories of human -haracteristics used for assigning disable. and
olowly devcloping prople to current programs. Currenf categorical programs are
designed primarily to change the individual. By contrast, cross cat-
egoiical definttions, models, and programs res 111 permit identification
nf elements in the social order which might be supported or changed .2
order to increase life chances of people singled out for attention,
Minimum = ~owledge opticns avallabe for constructing thesé models
and programs are outlined in gencral terms in a gsocial view of the
poycholegy and edurntion of ewcepticnal chi.dren. A cross cataegorical
vioow of exceptionael ch..duen is presented 28 ¢ social view of the psy-
cho.ogy and sducation of exceptional children. Next, minimum owledpo
options aveiluble for cengtructing thoso modc:1s and progrs g ere out-
1’ .ed {n coneral terms .noa Peradigm for Anelvt '8 of Lxceptionaliticu.

Thivd, & brief hirterlen” ~view provid-n a context f~- understanding

G
O
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the functicn of knowl 1ge options. Fourth, a comparison of three

modcls derived f-om the knowledge options provides additional urder-

6’ “nding of similaritles in functions of two oi the three wodels, and
thereby provides a base for understanding a third model, 1l.e., a gsocial

scicence model of hendlcaps

Exceptional Children: A Social
View of the Psychology and Education of Exceptional Chil 'ren

Exceprional children are rade, not bori. Thgy ¢ re the prcliucts of
.oraT value conf: ety concernin” varlations in human growth, potential
and organizatic which pers.st thioughout recorded history and in all
ku. i 1izaticns. Although exceptional children apparently always
xist, their importencc today is highlighted by the material ab.lity to
-~ coluce surplus f£1 o, sxtravagant machines which can reach other plancis,
and externsive ~rganizations which allow collect?! e survival in personal
coufort for soma. Exceptional children are usua_ly those who do not
enjoy such cowroot, even fn affluent footlies, a prradoxica’ byproduct
of these husanita ¢n ¢“for . A critical mderstanding of the psychology
and educaticy of exceptionsl children requixres consideration of this
context, especlally -he isguee end paradoxecs i.alch constitnte contemporary
life.

The procecss ~f producing exceptional children iz aocial in origin.
“he procens is the matching of vari: “ion in human greuth, potential, anc
organirat.on with commonly held noral valuc @ the shurfling of various
humen, pere nel characteristico with®various pragmacic requlrements for
fuacn Burvival such as the shuring of food, vheltc  medical csare, and

problen solving,

Gy
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Two loglcal components of sharing exist: (1) sharing as a

process for developing a sccial structure, and (2) sharing as a
meaps  to collective survival,

1. sharing as a process for dcveloping social structure re-

sulys in large part from repea‘d daily activities. By definition,
in any repeated acvivity, a few events ave distinguished from all

others. These distirctions are made botween those to be ..nmcluded

and thogse to be excluded in the repetition of activitien.

940



Patterned activities result from such rcputftions. Criteria

for inclusion in the pattern may change with time and situational factors;
degree of exclusion may also change; but criteria of permiability and
exclusivity remain analytic structural components of each pattern. Thus,
patterned daily activity produces situatioﬁal definitions of approprilateness,
and by implicatlon if not specification, inapprOpriateqess. Logically,
exceptionalities result from the developrent of patterned daily activities
which are distinguishible from non-patterned events., Activities and events
not included nay be considered exceptional. Patterns existing in daily
human behavior may stress what 1s important to the individual perscn and
what 1is required to mzintain the pattern regardless of whether or not the
person thinks it important. |

2. Sharidg as a means to a common end occurs through a joint commitment
togsurvive., Sometimes the sharing is transformed into an end, but this is a
vulgarization of its primary fuaction in the development of exceptionality.
Commitment 1s the consideration of one deed to be sufficiently important
to be accomplishied jointly even when 1t requires denial of accomplishing
other deeds. Such common commitments and priority ranking of ends are
structural componants of social value, or stated another way, & soclal
basis for deciding what i1s right and what is wrong. Elaboration cf rightness
snd wrongness constitutes a moral system thch pravides the basgis for
golgmatizaiion of some human variation and the sanctification of others.

Combining-logical processes for patterning daily activities with the
development of a social-moral value system provides a two tiered basis for
a soclal definition of cxc;ptionnl children: tho;e who are excluded from

daily 1ife experiences enjoyed by peers becauge of personal attributes or
O7
O
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variations in human growth, development or perceived potential.

Social definitions exlist only within tlie context of social inastitutions,
organizations and independent daily activities. Daily activity patterns,
when related to each other form middle range patterns or formal organizations.
Patterns of formal organizations are ways of identifying institutions
which are abstract, but relevant cultural anq social pi.enomena because
they serve to differentiate one civilization from another.

Sincc excuptional children are products cf social activity, but
are treated as though thay result from bilological or psychological variationms,

geveral uocnjectures may be posed:

1. human variation may exist to such an extent that social accommo-
dation is made only through isolation of the individual from normal
human caily life.

2. problem: of maintaining soci:zi organization ma? be so great
that existing human variation must be reduced through exterminaticn or
amelibration in order to benefit the greater number.

3.‘ wheth:r because of human variation or organizational pain—
tenance, som. &#.:i:l activity exists to such an extent that crmsiderable;

possibly .niesirahle effects are expected to happen upon the lives of many

other member: cof scciety; these cffects may develop into a public

discussion of hcw to dispose of the situation.

Since the first two options are covered by other writers, and siice
the third may serve as a basis for guggesting changes in daily life psatterns
and specific anticipated results, the third option will be used as the
basis for the construction of this social view of the psychology and
education of exceptional children. Accordingly, human variation which
exists to such an extent that it is judged wrong, deficient, too different

or inappropriate will be considered the same as a social problem. Lumping

98
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together all of these variations 1s like mixing oranges, walnuts and
grapes into one bowl. Although they are different fruite, they are
gimilar in that thcy grow on plénts; they are the reproductive transmission
element of the plant, and they are edible. Social problems exist as
different versions of social activity, are similar in that they are
products of social and iqstiiutional organizations, and if not controlled,
they may change the very structure of society; certainly, they are
digestible (understandable) by the human intellect. .
Exceptionality as a Social Problem

In general, the traditional idea of a social problem emer;2d as an
attitude of middle-cless reformers around the end of the 18th arnd the
beginning of the 19th centurici. Barber 11957) wsuggests that this ldea
resulted not only from stresses created by the new urban industrial
order but also because of the new scientific ideology and of a growing
humanitarianism. These same'reformérs were concerned with the care and
treatment of the lame, dumb, deaf, and blind. Their efforts were
channeled into obtalning more medical care, better shelter, and mocre
functional education and training for human social rejects.

In the early part of the twentieth century interest ghifted away
from social reform and toward personal troubles of individuals. With
the epplication of probability tables to vehavioral situatioms, predictions
began to be made ebout which 1ndividuals would most likely succeed 1in
which situations. Accordingly, extensive studies were conducted of
genetic trﬁits, of the distribution of intelligence and of the distributions
of interactions and products of these two. Also, descriptions were made
of social problems as biological, psychological, sociological and education

preblems. Thus, what was once considered to be a problem in daily social

659
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{nteraction Increasingly was belng étudioﬁ svstematically after subdividing
daily lifc amony academic disciplines aﬁd profeséional efforts. This sub-
dividing resulted Iin trading more objectivity in searches for prime causes
of daily problems for less direct effort to accomplish social chanpes neceded
to increase the 1ife chances of certain members of society.

With the growth of science, both the approach and the substantive areas
considered to be problems worthy of svstematic investigation changed. Tor
example according to Sarason and Doris (1969) in 1994 Binect and Simon were
charged with the responsibility to devise an inﬁtrument to separate potential
readers from non-recaders in the schools of France. Subsequently, the instru-
ment and many of its later generation kin were devised in rder to study ideal
constructs of intelligence which were genc +od in order to hypothesize why
some children read and others did not. As a result of this initial systematic
review of a particular administrative problem, numerous édditipnal practical
and acadcmic problems about behavioral variation have been {identified, generated
and/or £eveloped into independent topics of study which also have provided
the groundwork for further prof+ nnalization and scholarly thought.

Althoush common categories of ‘man diffcrences——e.g;, readers and non-
readers, sichced and non-sighted people--have existed throughout recorded
history, any éubstantive explanation of them as a social problem requires
study of the social and historical context within which they exist, Thus,
human differences are social problems only when related to a given society at
a given point in time. Also, although continuity in categories of human varia-
tion has persisted, stiema attached to these variations shifts according to
specific soclal situations. For example, In ancient China, blind people were
sooth nnﬁcrs: in Judeo-Christian Biblical times, thev were bepcers: in more

recent western civilization, thev mav he seprepated into residential schools

5 100
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or admitted into public school proprams, but in gencral thev enjoy a life
style substantially wore normal than those stigmatized as stupid of as a
racial minority group member. Another example is that around 1910, grave
concern was cxhibited throurh popular press nnd.professional literature

that the national avera.e intelliﬂence was beineg lowered because of un-
restricted human breeding: éhe retarded and the economically poor were
allowed to have children: thev were having so manv children that they were
feared to be raising the national average family size and at the same time
lowering the national averapge intelligence. Subsequeﬁt empirical evidence
leads to the sucpestion that these beliefs were naive and unfounded. 1In
fact, the popular press of the past 15 vears repeatedly presents concern for
a knowledpge explosion which is contributing to a generagion_gap between the
recently and previously Educated, perhans the onposite situation from
concern for reduced intelligence. Such demonstrations of changes in public
interests and of social problems are of importance to the study of exceptional
children because no other common basis other than pudlic interest exists for
defining exceptionality.

Although no cer “only nor professicnally agreed upon (theoretical) cause-
2ffect basis exists for understanding all exceptionalities, authors of
standard introductorv textbooks concerning exceptionalities cite. their
genercl prevalence and incidence, their alleged causes, as well as their
alleged cures. The rest of such texts presents a series of distinct chapters
dealing wlth categorized cxceptionalities which are not conceptually related
to onc another in any fashion. Whatever theoretical appraoch 1is developed

(Kirk, 1962; 1972) it teuds to be related to a
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personal trqublc or individual problem modél. The personal trouble ap-
proach focuses upon the behavior, blological equipment or mental state
of the individual, especlally its abnormal aspects. One difficulty with
the personal trouble approach is that when'it is applied to educational
and theraputic scttings, professionals tend to overvalue conformity,
implicitly 1f not expliéitly because, by definition, no other common
expectation exist. "There is a kind of halo around conformity and almost
any kind of nonconformity tends to be viewed as a problem" (Bernard, p.
139). Whatever the theoretical explanation given to exceptionalities,
they may be viewed as soclal problems in that exceptionalities exist as
a result of soc’ eraction ( Parberand Lu-lisiin, 1966; larvey and
Heiny, 1972; rber and Lewls, 1972). According to Bell (1971), a social
problem 1s, in part, the result of a discrepancy befween the values of
a society and the actual state of that socilety. Therefore, a primary
motive for the development of psychology and education of EXCebtional
children has been to look for ways to prevent, control and ameliorate
gsocial problems produced by people who draw attention to themselves.

Basically, social problems and exceptionalities may Be sald to
exist whén they are so defined by members of a soclety. Initially, the
definition may be presented by professionals, lawmakers, or parents,
but eventually, the situation must be accepted as a generél problem by
at lcast one broad stratum of soclety or it will be just an irritant to
a few disgruntled folks. This process clearly implies that underlying
eaéh exceptionality is a difference of expectations and a clash of

values. For example, by 1957 concern with exceptionalities as traditionally
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studied received new momentum with.the 1nunéhinn of Soutnik., To a

great extent this new momentum was due to a popularized vision of

how science should solve international space travel problems by
producing more scientists. This faith in sctience spread into ecducation
and was supported by federal. legislation and appropriation of funds

in order to rapidlv change schooling for infants through youthful

Ph.Ds. In the broad sense, certain human variations received excep-
tional consideration through perceived connection with support for an
international reputation: these values were for hard work, thrift and
potential contributions to the state. People treated as exceptional
were judged by legislators and related lobbyists as not making suf-
ficient contributions to society whether because thev were too stupid

or brilliant, fools or creative, possessing only one leé or were potential
Olympic record holders. The .labeled people, their behaviér, and their
related personality characteristics are all social phenomena. Thus they
also may be social problems in the sense that human relationships and
the normative contexts in which all human felationships exist are social
(Merton, 1961).

Excebtionnlities as social problems are interruptions in the expected
or desired scheme of social life; people judred as exceptional, violate
common behavioral or phvsical appearance characteristics as a society de-
fines these qualities; people judred exceptional are those who contribute
to dislocations in the social patterns and relationships that a society
cherishes. The contemporary argument is that people judged exceptional
should be studied scientificallv in the saﬁe manner that non-human

behavier is studied.
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Also a belief has developed that exceptionalitica and other
social problems should be studied not only for what they may contribute
to the better understanding of the rest of human behavlo:, but how €xcep-—
tionalities contribute to understanding the operation of human societ:.
"This is based on the assumption that social problems, even the worst
of them, generally have a functlonal relationship to the rest of society"
(Bell, p. 5). For example, many have suggested that mental retardation
exists only as a refleccion of the value that is placed on the prqblem
solving capacity of a relatively few pebple. In fact, 4t may be argued
that all exceptionalities have some value to gsociety even 1f it is
nothing mofc than providing careers for those who dgal with or attempt
to climinate problem behaviors and undesired related personal charac-
teristics. This suggests an irony in that those who work the hardest to
eliminate a social problem or behavioral exceptionality may be contributing
theqmost to the existence of tue problem and ﬁay have the most to lose
if tﬂeif work 1is succeesful. For example, what would happen to employees
of custodial schools for the blind if electronic sight machines become
available for all who want and can use them in nérmal daily life?

Ultimately any study of exceptionality can be understood oﬁly in
light of what a society holds to be right and proper. "At bottom, social
problems are such because the behavior involvca in these breakdowns -=nd
deviations is widely regarded as immoral, illegal, ér potentially
destructive of some established institution." (Merton and Nesbit, 1961:

p. 11).

Basically, the literature on the psychology and education of excep-
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tional children has lost ite utility in reformist conceptions of

soclel justice because 1t does not provide a theoretical framework

for understanding what constitutes social exceptionality and what the
interrelationships are of the areas of individual differences with the
rest of social iife. Because of the limitations of the standard approach
to exceptionniities, a different perspective 18 being developed in én
attempt to broaden the implications of actions of professionals and
laymen to concern for social justice rather than amelioration of persorzl
differences through social control and exploitation. The alternative is
to provide a social meaning from theoretical perspectives. By definiticz,
the theoretical (cause-effect relationships) statément_should facilitacze

generating social meanings for exceptionalities other than as negatlve

(handicapped) contributors to society.

Paradigm for Analysis of Ezccptignalities

This paradignm for analysis of exceptionaliti:s (PAE) 1s a logical
sequence of choice points and 2lternatives which constitute parameters
of the decision mzking process for trcating people differently (see
Appendix B for a more complete discussion of the paradigm). PAE com-
plements the current problem-solution orientation used in literature a=d
practices concerning exceptional individuals. This complementary orientation
is a re—differentiatiOnuaﬁd re-ordering of predominantly used concepts
and practices. PAE provides a aystematic basis for asking questions frem
variou; perspectives concerning the origin, existence and control of exc-
eptionalities.

The basic rationale for PAE is that pcople and organizations which
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focus their activitics upon exceptional individuals follow obscrvable
patterns of daily activitiea. All daily activities mey be analyzed so
that logical and axiological options available may be identificd and
considered for internal validity and consistency. Each choice point and
alternative in PAE represents a qualitative influence upon the development
of these patterns of daily activities, including the treatment of excep-
tional people. Major categories of choices include consideration (1)
of preconceptions of what constitutes reality (rational, non-rational
or irrational processes), {2) of ways to observe reality (systematically
or non-gystematically, in experimental or natural settingg), ~nd (3) of
what 1s done with those portions of reality which are observed (descrip-

tions or prescriptions are outlined).

Social History of Exceptionalities

The social history of exceptionalities revolves around the re-
cognition of individual differences among humans and the usge of these
differences to legitimate social control mechanisms which maintain
existing social orders. The development of special education reflects
the perspeétive that social institutions are designed to facilitate the
advancement of the talented through the provision of resources to maximize
their chances for survival. Definitions of talent seem related to observations
of superior demonstrations of competencies in competitive situations, in-
cluding in schools. Such adaptations by the talented may be called survival
of the fittest, fitness being a general term_labeling the relative degree
of adaﬁtability of a potential or actual role holder in existing institutions.

From an instiftutional perspective, fitness is the relative degree of con-
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gruence between role perforusnces of role holders and role expectarions
held by policy makers and administrators of soclal, cconomic, and politlcal
institutions. Speclal eduacation hns.developcd as a socinl organization to
facilitate the matching of human variations with soclal needs. Implicitly,
special cducation i:c conceptualized as bepgluning with the first recogniti-n
that intra and inter individual Aifferenceﬁ exlst to such an extent that
variations In treatwent of humans are apprepriate for the survival of
gociety, To the extent that these differences are identified and judged
relevant to the way people live together, the distribution of resources

for the survival of individuals Is varied. Bistorically, special education
has developed through stages (1) of treatment through segregation and
rveotricticn of resources for survival—as-normal for people called different,
(2) of concerns for caring for these people by providing resources required
for physical existence and (3) of concerns for instructing tﬁem to be
incorporated into existing, dominant social value systems. These stages are
not mugLally excJusive, but are successive refinements of policiles and
practices which lead loglcally to current practices concernlpg exceptional
people.

From carly records, indications are that some individuals were called
sick and physically deformed. Treatment of these people was harsh. According
to Frampton and Gall (1955) in Sparta, under Lycurgus (c. 9th century B.C.)
deaf children were consigned to the pit, idlo:s were allowed to be abandoned,
and other labeled handicapped people were exposed to the elements. In Athens,
under the influence of Solon (b. 638 B.C.) and Plato (c. 428-348 B.C.) degf

children were put to death, and crippled children were allowed to die of
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cold and neglect, Similar practlices are “eported in Persia, India and
the Romsan Empire. During the middle ages, trecatment of the crippled
wag characterized by contempt aud riulcule. However, institutions of
care for the labeled exceptional people were bcginniud to emerge.

The development of differentlal residential care began in the
13th éentury when Belgium opqned.the first public hospital for the
feebleminded. In Paris (1260), L;uis IX founded what 18 considered
the first public hospital for the blind, Medieﬁal poor-relief laws
which were instituted included the bliad, 2s seen in ordinances of
Frankfort (1437), Cologne (1450), Antwerp (1458), Nuremburg (1523),
and “apres (1523). The Euglish Poor Relief Law (1601) 1included the
blind, cripplecd, sick and the aged as social dependents,

Laws promulgated during the middle ages reflect concernv”for the
property of the disabled, and 1ittle legal attention was given to his
person" (Lindman and McIntyre, p.'7). In England (c. 255-1290) the

Btatute'ég_ggaerogativa regls was enacted. This law divided mentally

disabled people into two classes, icots and lunatics. The former was

a person that "hath no understanding from his nativity" and the latter
wag a "person who hath had understanding, but.... hath lost the use of
his'reason.” The king was granted the custody of che lands of "natural
fools"; after providing the fool with necesgsarles, the king could retain
the profits from the land; After the fools! death, the land was returned
to the '"right heirs." The land of those who happen to "fail ~f their wit"
was held by the king and all of the profits therefrom applied to the
maintenance of the mentally 111 persons and their houscholds. Any excess

was returned to such persons '"when they come to right mind." Guardianship

173




O

ERIC

Aruitoxt provided by Eic:

97

over the property of the "{diot" was profitable for the puardian;
on the other hand, manasing the property of a "lunatic" was a dutv,
and no profit could be made from it.
Contemporary remnants of the social function of this English
gtatute are represented by Farber's concent of orzanizationally
surplus population. The function of the English statute was to legit—
imate profits gained from propertv of natural fools. One of the pri-
mary functions of OSP 1is to maintain high probability that a rational
production of goods svstem will be maintained during fluctuations of
products demeunded by providing a reserve of av: ble production workers.
Mills' (1959) distinction between public issues of social structure
and personal troubles of milieu provide an additional analytic basis
for observing contemporary aspects of how the function of bein3 called
natura. fools remains an i{nvitation for exzploitation. Boﬁh 4in historical
and contemporary contexts the labeling process and institutionalized

means for dealiun with so-called natural fools has proved profitable for

many in the society who are not stigmatized.
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CHAPTER V

MODELS FOR DEVELOPMENT OF FIELD TEACHING

Social'scicntists use many theoretical models to develop the-
ories about order and change in soclety. According to Leslie; Larson
and Gorman (1973), the term theory usually refers to a set of inter-
related prdpositions or statements that explain a fairly broad range
of research findings. This definition might be reworded as statements
that outline possible cause-effect relationships which are believed
to exist under specificd conditions. Examples of theoretical models
include Einstein's statement of relationships among time, motion, and
mass in physics and Skinner's statement of relationships among stimuli
and responses In psychology. S&ch thcories are based upon assumptions
contained in more ceneric models. Thus, theorerical models are broader
systems of explanati.n than single theories; these models are grounded
in unproven and perhaps unprovable 1deas about.the very nature of ex-
istence. Furfey ¢1954) suggests that these models are part of meta-
sociology and contain the rules by which theories are to be derived.
These models provide limits upon theor? as explanatory devices, and
opportunities for developing alternative cause-effect statements.
Paradigm for Analysis of Lxceptionalities (Appendix B) 1is the model to
explain a}ternative cause-effect statement about exceptionalities. Sdch
models also determine how the scholdr perceives subject mattcr, what

aspects of the subject matter is studied, how the study is conducted,
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“gnd which conclusions are posslble to be reached.

Field teaching is grounded upon data which were derived from
the use of three theorctical models. Each of these models ié com-—
monly usecd in social sciences, but is seldom used in a pure form.
Rather, the use of models 1s observable as independently related

to varicus topilcs of study.

ﬁSEﬁEEiEQL.EQﬁEl} The mechanical model is in common usage when
discussiny iaily 1{ves of people. The model is also known as social
physicse because the concepts are position relationships (status),
energy rclationships (motivation), and time (basic condition in which
otherlrelationships occurs) . Comrmon evidences of this model are census
tracts and voting behavior rc orts. Typical vocabulary descfibe morai
and soclzal space, relative position, systen of social coordinates,
attraction, inertia, equilibrium, pressure, social statics, and social
dynamiés.

Organic model. The organlc model is in common usage when dis-
cussing gystematic relationships between two or more phenomena. This
model is also known as an evolution~ cy model or as sdcial aarwinism.
Key concepts OT components inélude function and structurc. Common
evidences of this model are statcments of principles of organization,
adaptation and use.

Process model. The process model {g in common usage when dis-
cussing on—going activities such as confrontations, encounters, and
interactions. This modgl ig also known as interaction. Key concepts

{nclude the contlinuous {nteracticn of pergonalitics and groups which
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define, asscog, interpret, verstehen and act in such way to define a
situation.

Numerous variations and permutations of these three generic
models exist in social science literature. For example, a statistical
model ig used by sgudcnts of society who consider themsclves scien—
tists. Statistics are bused upon laws of prebability which incor-
porate conccpts of relative position and system coordinates within
some syster, all of which are derived from the mechanical model. A
structural functional model, sometimes called a functional model, in-
corporates concepts of adaptal!/»n and organi.zation derived from the
organic model. A conflict model incorporates concepts of cpntinuous
actlon between related elements of a system, and is thus derived
from a process model. All social scientific models incorporate (a)
concepts of probability from the mechanical-statistical model, (b)
concepts of natural functions from the organi;—functional model, and
(c) concepts of continual, nultiple outcomes from process-conflict
models. In su .7, a pluralism of models is dvailable.fby ratio-
nalizing, explaining aand developing rules for.scientists to study
society and social behavior of humans.

Components from each of these three theoretical models are used
to assemble the field teacher model. From the mechanical model, con—.
cepts of space such as status, role, statistical-mathematical prob-
ability, and stratification are used to discuss relative solidarity
of society; relative variations of wealth, health, and education of

members of society; and relative life chances. Farber (1968) relates
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these concepts to people labeled handicapped b& suggesting that they
are members of an organizationally surplus'popuiation with relatively
lesg life chances for success than other members of society. From the
orgen’ " model, concepts of structure such as organizational need, per-
sonal problems, and tension management are used to discuss relative
adaptability of members of society to a dominant order or norm, and
variations of ways to increase adaptability through manipulation of
the social structure and the milieu of members of society, ¥irk (1972)
relates these concepts to handicaps by suggesting that non-adaptability
48 ~ handicap and that special education is a program designed to in-
crease the adaptation of the individual through a modification of milieu
or school program. Farber and Lewis (1972) suggest that educational
efforts to adjust school programs have accepted as givén the dominant
structure. This structure is used as a. prime base for differentially
treating deviance as a liability for sc.ae and an asset for.others; de-
'pending upon their relative positior: in the structure. Farber and Lewis
continue by suggesting that technical adjustments in instruction of the

deviant produce progressive status quoism.

Insert Chart 5

Here

Syétematically combining models is diffiéult if possible beyond a

113



102

sdeaypuBy_

s« *unjaqyTynba/suoysuay,
’ \ [SWTqo1d/spagN

‘s LapInqEOO0A TERUOTIRZTUB3I0

uop3EONpy TRIOAdg

STTouUns) 23ed04apy PITUD
6133030 3ujuwieaT pooyioqulFay

3utyowoy prati

(8961) 13qaeg

T9POKR
opustuedig

uof3eindog
snydang
A1y=euoriezyrusdig

:£1eTnqED0A
UOFIBOTIFIBILG

TBTo0§

aroa

snaeig

TIAON ONIHOVIL Q13iId Q1IN€ 0L d3sA STIAOR

S LYVHO

T2POK
97 3I5TURYDSF;

114

O

Aruitoxt provided by Eic:

E



103

nominal level, because they do.not Qecqssarily share the same as-
sumptions. Therefore, a hypothetico~deductivcvproccss for assembling
‘altcrnativc models for education and prevention of handicaps 1is in-
appropriate by itself. In othér words, any cause-effect statements,
propositions or theories derived from such combinations must be as-
eembled from some point of origiﬁ other than jJjust commonness of as-
sumptions among models. Howevér, presence of commonly identified
problems called exceptionalities and of commonly held sociocultural
status, role, goal and value differences serve as originating obser-
vations vis-a-vis Merton which may be refined, reviewea, and eventually

answered, accepted or changed.

Assumptions Undarlying Field Teaching Model

Assumptions underlying the field teacher model include items

for traditional teaching and education, social systems analysis, and
sunmaries of research on gocial aspécts of handicaps. First, the role

of teacher is assumed to be more than that of an instructor, or a manager
of a classroom, or of a master of knowledge. Rather than any of these,
the teacher ic assumed to be a master learner who facilitates the
development of the individual to a level superior to that which might
’be achieved without the teacher. Second, education, a formalized subset
of general socialization, 1s a social means for maintaining existing
social arrangements, including the social structure. Social institutions
constitute major components of a social system. Soclalization processes
within these institutions focus upon preparing néw role holders to re-
place those currently maintaining the institutions. The replacement of

role holders provides for the continuation of institutions regardless
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of the individuals who compose sets of role holdera. Prospective role
holders are continuously evaluated, assisted, and eliminated for specific
roles and ;tatuses in the social structure. Thﬁs, not everyone is Judged
to be eligible for any particular role or status in a given ingtitution
or in a given set of institdtions. As may be inferred from Farber (1968),
this institutional perspective results in the development of an organi-
zationally surplus pgpulation. Summaries of research on social aspects of

handicaps indicate that-few, 1f any, synthesis of results and implications

of results has been attemptcd. Previcun attempts to ‘explore social
aspects of handicaps have produced prorwsals and action directed to
problems such &8 curri;uium deveinyment rather than to-basic ;heory
building or hypotheses rrleles To soclal functions of exceptionalitles,

disebilitics, devizace. naadinzaps, talent, and other forms of misfit,

prk
jmont.
1
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deonomy of Field Teachiﬁg

A taxonomy of field teaching is one kind of model which provides

a description of components and relationships from which may be derived
a static representaéion of how educators might conduct their activiéies
outside of schools. As a stgtic model, a taxonomy has all of the char-
acteristics associated with other snap shots rather than direct in-
volvement in 1ife: a limited focused subject is considered during one
point in time past without direct rggerence to motivation for the action
observed. Stated in other words, a taxonomy relies upon teleological and
tautological arguments without accounting for interpretations which fit
linear or multilateral arguments. This static model 18 used because it
‘most easily fits the language pattern available for verbally explaining
field teaching practices. That is, the English language is basically
product oriented, not process represent;tive. :hus, when a discussion
occurs about the social world, that verbal discussion will be through
presentation of sequenced‘snap shot representations éf sbé;al action.
Parsons (1966) suggests that study of society will ne;er go bevond such
‘escriptions even though it is possible to outline basic structures and
functions of that soclety and action which keep 1t going. As with any
description of any social action, this description of field teaching is
an incomplete and inadequate representation of categories of phenomena
considered. The reason for presenting the taxonomy is to provide some

I1imited basis for developing a more complete statement of soclal processes

which are uscd in field teaching propositions.
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Major components of the taxonomy of field teaching consider
selections from tﬁe social world - i.e., educative experiences, com-
munity organizing and social change - and social information - i.e.,
social practices, social facts, and pronositions. Actually, all six
elements are handled as verbs although theiv form is not necessarily

that of a gerund or infinitive,

Insert Table 1
Here

" Educative experiences arec means for field teachers to use their

knowledeze and skills about human socialization on problems faced by

Czy

_members of the social world. Educative experiences are those activities

which present a person with the opportunity to think or act in a way
which is unique or an extension to his biography in order to increase the
personal satisfaction or the life chances of that nerson. In.terms of a
gocial system, educative experiences are those events which allow a role
holder to increase the probability of surviving in the system and perhaps

deriving some additional benefit from it.
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Common field teacher activities related to cducative experiences
include writing on paper a child's song so that he may be introduced
to similarities between oral and written symbol systéms, assisgting
three and four year old children to brea: the rcading code through
direct instruction a la Bereiter-Engelmann, supporting parents through
suggestions, consultation and moral sunport tp’establish and maintain
cooperative day care centers for thelr ch:ldren, serving as agent for
a parent in negotiations to return a child into a school classroom
when removed by school officials, securing breakfast and other meals
for children, bail money for students, and negotiating individualized
instruction facknges with students, parents and teachers.

Community organizing is a means for field teachers to use their
knowledge and skills about human organiz.tions on problems identified
by minority members of the social world. Coﬁmunity organiziﬁg is those
activities which present local citizens with the oppdrtunity to'tﬁink
and act toward their position and prestige in society in a manner which
is unique or an extension of thelr biography. In terms of a sogial system,
community organization includes those events thich allow a role holder
to incrcase the probability of meeting with other role holders in similar
circumstances in order to accomplish a mutually agreed upon goal. Common
field teaching'activities related to organizing include encouraging par-
ents to take actions which they thin! should be taken to establish a day
care center, providing transportation so that parents can mcet with school
officials and board members to discuss their children's education, locating

donated and inexpensive building materials needed for the construction of
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a community center, and outlining tactics and strategies fér
obtaining decisions wanted from school people.

Social change is the end toward wﬁich educative experiences
and communitonrgantzing are directed. One end . of such change is
the modification of probabilities of individual differences being
used to the relative benefit or detriment of individual members of
society. In order to modify these probibilities, consideration must
be made of mod!fying social interaction, especially those patterns
of interaction which are called social institutions. A second but
intermediate goal of social change is to establish a balance in power
between members of social organizations. Anyone who thinks they can
change social institutions through linearly related processes whether
by education, people changing or violent revolt is either a member of
the nobility or naive; either way the situation has been reduced to
idiotic simplisticisms commonly associated with supersitions. Aware

-
of the ﬁemcsis of linear explanations, social change as used in fileld
teaching is related to writings of Weber, is considered to occur from
multilateral forces or vectors (as in field theory) at unexpected times
and for only fleeting duration. Common field teaching activities related
to social change include maintaining a state of disequilibrium in social
interaFtions through exposing and explalning incongruence between ideal
and real practices. In other words, field teachers may listen to what
school teachers, board members, mayors, senators say they want to accom—
plish, watch what they do accomplish, identify differences between the
two, and then makeApublic these differences, and/or propose alternative

courses of action which consumers as individuals or groups may attempt
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in order to deal with these differences.

Social aspects of action such as educative process, community organi-
zation and social change are divided into four major subdivisions. Fach of
these subdivisions are related to Parsons' soci;l action hierarchy: a corres—
ponding ficld tecaching activity has been developed. At the most specific
jevel of activity, field teachers practice their daily routines. At the
most abstract level of activity, field teachers generalize from specific
routines to comparable routines, situations and consequences.

Practicing. 1In the field teacher hierarchy of activities leading to
social change"practicing is the most concrete and involves the most people
to people, face to face contact. Practicing activities include participation
in e community, intervening on behalf of other community members and their
children in schools and actively initiafing wavs to assure the rights of
individpals. Practicing is related to Parsons' adaptation level where snecif?
tasks are éerformed by snecific role holders. Priority is given tO individu
over group considerations, or gemeincouaft over gesellshaft.

Fact establishing. In the field teacher hieraréhv of activities leading
to social change, fact establishine {s a second order activitv involving
reporting observations about daily activities of local, neighborhood
people as well as of officials in government, business, schools and voluntary
agencies such as churches, crippled children's centers and Bov Scouts.
Observations are collected and reported in traditional social scientific ways
with an emphasis upon ethnopraphic methodologyv. Reporting of observations

is to make public some information and interpretations which are
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the general tools of professionals and bureaucrats, but not of th?,
people whon they are committed to serve. Distributing private or
scientificélly collected information among the general public pro-
vides the basis for laymen to check whether or not officials are
doing the jobt they claim to be doing and are paid to be doing. Fact
establishing Zs related to Parsons' goal attai#ment level where
specific goals are defined for accomplishment through tasks per-
formed by various role holders. Priority is given to individual
over group considerations or gemeinshaft over gesellshaft'perspec-
tives in attaining goals.

"Proposition Developing. In the field teacher hierarchy of ac-

tivities leading t» social change, proposition developing is a third
order activity involving the assembling of information—fact; into-
probable cause-effect statements which might be used to increase the
probability th-t given goals will be attained by role holders per-
forming spcriiic tasks. Propositions are developed in the same way
social scientists develop any proposition: observations- are noted,
speculations are made zbout relationships among obéervations, spec—~
ulations are tested directly and indirectly to establish the range

of validity of the speculations. Proposition developing is related

to Parsons' integration level where norms are observed to be related |

' to.patte“zs of actions wﬁich lead to goals belng attained through tasks
performed Ly various role holdcrs. Priority is given to group and ratio-
nality over individual and sentimental considerations, or gesellshaft

over gemeinshaft.
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Generalizing. In the field teacher hierarchy of activities leading

to social chenge, gepcralizing is a fourth order activity involving the
extention of propositions, goals and tasks to situations beyond the im-
mediate data and observations. Generalizations are developed and made
in the same way social scientists develop and use any generalization;
primary and lesser conditions under which norms exists are observed in
specific instances and then predicted to occur in other instances when
the same conditions exist. Generalizating is related to Parsons' latent
pattern maintenance level where values and beliefs are said to control
the selection of sets 6f norms (patterns of actions) which lead to goals
| being attained through tasks perfcrmed by various role holders. Priority
in generalizing is given to group and rationality over individual aﬁd sen-
tiﬁental considerations, dr gesellshaft over gemeinshaft.

The model of field teaching uses physiéal analogies to explain
what occurs. Future rcvisions of this model should sleugh the physical
analogy in favor of direct explanation o. processes used in social change.
Such sloughing will requirqAadditional language development whigh is pro-
cess oricnted. The physical analogues provide examples of processes which
need to be described. Coined words such as field teaching and cducat
experiences are feceble attempts to develop this language. Use of psychol-
ogical theories and models about handicaps were judged inadequate because
they equate ..andicap and deviance with personal functions, including per-
sonal troubles which might be ameliorated by changing the person. These
theories do not use principles of context for explaining the existence of
any phenomenon, including handicaps. The one exception of this practice

{8 the school now called i.rusactional psychology. Transactional
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psychology has been derived from work earlier called ecological and

field theory. Although field teaching is related to many of the same
concerns addressed by other theorists, the main emphasis in this new
development is t..at soclal change is a primary end for daily activity.
By contrast, other thecorists do not necessarily give priority in their
actions to this end.

The u-e of a static, physical analogy does present several prob-
lems beside the lack of an adequate language to eXpress observations
made. A second limitation ic the lack of acknowledgment of such items
ac human intellect, personal interest, and social power. Although each
of these ltems may be of debatable importance in an adequate explanation
of social change processes, their existence 1is acknowledged as of pot-
ential importance, and thus should be explored further {n future research
on field teaching. A third limitation 1s that encountered but never re-=
gsolved .by Gestaltists: how to deal with a phenomenon which seems bigger
than the sum of its parts. A physical analogy of this problem is {llustrated
by bonding in a chemical reaction. Bonding per se 18 not observed in &
chemical action, nor is it explained based on direct observations which
have been intégrated into propositions znd theories. Also, chemists do not
say t! ~t a random actlion occurs nor that random relationships exist among
somponents Involved in the bonding. Ratﬂer, the relationships and actions
must be stated in equation form. Each equation includes elements (H, H, 0)
and operations (+) to yleld (=) a compound (HZO). The chemical action pro-
duced by the operation 1s more than a simple additive process represented
by the ~vy'mbol in the cquation. The result of tée process 1s ~nother chemical

unit heid together by an exchange of components. Testing this relatlonship
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ncludes the use of probebilities, thecries and common tools and
1lements.

In summary, the state of education and scientific thinking does
1ot include a language pattern which adequately Qescribes functions.
S0, anyone Who intends to deal wi;h functions rather than products
and their state, must outline the product and then cite limitations
ebout its applicability. The physical analogy presented here is a
gross approximation of what occurs in field teaching attempts to pro=
duce social change. Thig analog is gross because it is a linear process.
and social change is not. Early cognitive theorists such as Guilford
and Bruner encountered gimilar difficulties in attempting to explore
i{nformation processing vs. products of information.

The basic physical model used in developing field teaching is
E =_MC2 or energy is equal to mass times the speed of light squared.
Nominal translation of his equation into field teaching yields energy
aé sociai change processes, mass as existant social order, speed of
1ight as daily ectivities of consumers of resources and holders of
characteristics called handicaps (such as minority group status, phys-
{cal disabilities, and mental aberrations) and the square function is8
a field teacher. The point of field teaching is that gcométric
progression in social activity is intended and needed, not just an
glditive function in order to accomplish social change. In relation
to social {nformation~-change model, this progression requires 64 times
more participation at the task, nominal scale, practical terms for.field

teachers. Many instances of educative experiences and attempts at com-
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munity organizing are necded to demonstrate problem solving abllity

and thus to galn credibility for more powerfulvorgqnizing. Arrest in
activity at levels 1, 2, or 3 of the soclal information-change model 1is
what Farber and Lewis (1972) call progressive status quolsm.

Another physical model used to explain field teaching is bonding
theory in chemistry. In general, an exchange of electrons between ele-
ments 1s made to produce a new chemlcal unit called 2 compound. A nom-
inal translation of this theory into field teaching ylelds theory as
the éucleus, daily activities, soclal facts, propositions, and gen—
eralizations as electrons, all of which are charged with a(n) (electrical)
value. When another element with a different charge comes within a
precise range, then (electical) values are exchanged.so that a balance
is obtained between the two elements now jolned together as one compound.
To investigate the stability of the bond, thch holds the éompound together,
stop-action is taken: and so forth until variations of stabilify as related
to h;at can be predicted. Similar stop—action may be taken regarding
other conditions such as pressure, and prescure times time interactions.
Practical applications of bonding theory are apparent on kitchen shelves
and in automobiles. Galvanizing occurs by keeping charges unequal in the
two metals.until a desired amount of zinc 1s plated on the basic metal.
The process in general 1s called electrolysls. Unequal charges on two
poles in a car battery function to nroduce electricity upon the com-

pletion of an electrical circuit. The trick in both of the bonding-
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electron exchange processes is to maintain an unequil charge for as
long as you want to produce either a new compound or to release energy.
Field teaching involves using an unequal distribution of resources
as an example of what keeps general social equilibrium. Once pecople are
gware of this process of inequality, {ield teachcrs introduce alternative
actions which may turn the inequality in their favor rather than their
disfavor. Suc alternatives must provide satigfaction for the layman;
gsatisfaction is defined in very practical terms of assisting the layman
to solve some immediate problem. An implication of this problem solving
is that the existing system which is supposed to handle the problem with
the layman, but which did not do so to his gatisfaction is debunked, at
least partially, As field teacher activities become energlizers compa-
rable to préssure and heat in gas theory, then stop-action procedures
may be used in order to find out_which_people, role holders‘or information
networks are most relevant to producing desired changés in organizations.
The gtop-action cccurs while fact finding, while developing propositions
énd while forming and testing generalizations about ways to bring about
macroscopic social changes. These multiple level stops produce a rever-
berating system where multiple actions occur at any given point in time,
Qherc‘multiplc results are possible at any point when action is restarted,
and where the results may be anticipated, predicted and controlled, but
not explained from a linear model regardless of how sophisticated the
attempt,
One final model used to explain field tecaching is Hegel's dialectic:
a thesis, antithcsis, and synthesis. In terms of field teaching the thesis

refers to activities, rules, norms and other devices of dominant culture;
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the antithesis refers to alternative rules, patterns of daily 1i§ing,
and other devices of counter, alternative or minority groups for sus-
taining 1life while outside the resources and benefit; of the dominant
soclety; the synthesis refers to a power balance between dominant and
alternative gctivities in order'for all parties to negotiate knowingly
their own results. Implications for the sociallorder are that it will
change when a new balance of‘pOWer is reached even 1f only temporarily.
The trail of dialectic action is thus monodirectional just as a rifle
is; the thesis-antithesis-synthesis sequence reoccurs in rotating fash-

: ion 1like being spun by rifling in the barrel. The trick of using this

" model 1s to control the spin of dialectic once a direction has Been
selected. This control is accomplished by allowing the pecple who are
to be effected by the results of field teaching activities to select
the antithesis and for the field teache? to serve as truth-judge~cata-
lyst in maintaining the integrity of that position in .the initial ﬁower
imbalante. The field teacher role is supported by accurate and complete‘in—
formation about what the key negotiators are going to want and how they

are most likely to try to get it even before any negotiations begin

formally.
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CHAPTER VI

MODEL OF FIELD TEACHING

The concept of field teaching embraces a wide range of .iler-
standing about human social organizations and collective actions. The
organizations and actions cons;dcrcd as loci of field teaching activi-
ties include such collectivities as multi-disciplinary diagnostic
clinical teams, friendship cliques, vigilante mobs, extended families,
counterculture schools, and members of a university lecture course.

The model of field teaching consists of characteristics comm-.n to
social organizations, to collective aétions, and to social aspects of
human handicaps. This task of bullding a model of field teaching s
completed in spite of considerable lack of agreement among #ducatc:s
and social sclentists concerning defini:ions and theoretical usefuiness
of various concepts and forms of soctal organizations and ;ction$.
Diverse schools of thought have arisen because of }ferent ways of
‘1ooking at orgartzations,

A problem for constructing a social science model for prevea’.on
of handicaps arises when this question 1s asked: Which concepts shall
we use to analyze and compare social ;rganizations and actions in order
to prevent handicaps? Each follower of each specific approach tc pre-
vent handicaps 18 very likely to give a different answer. Even 1f two
people use the same words, they are likely to intend siightly different
meanings. For social sclentists who consider organizations in terms of
division of labor, the most Important concepts are role, specialization,
coordination, and functional integration (sce Janowitz 1969 for an ex-

tensive discussion of division of labor applied to education).
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Followers of the influence approach may agree that the concent of role

is important, but they give priority in their anglvsis of organizations
and human behavior to such concepts as status, social class, social
gtratification, elite, and counterculture. The division of labor anproach
and the influence approach are static models of orcanizations.

Variations of these two static conepts are considered in the field
teaching model. Dyramic aspe;ts of the proposed model evolve from social
relationships cite’ in proposition form. The form for defining dynamic
qualities of sociil behavior is confaruent with the social interactionist
school where priority is given to citing relationshins between elements of

a social collec:zivity.

Characteristics of TField Teaching

Field teaching is composed of actions of peonle. These actions take
place in social organizations. Thus, field teaching is thé interaction of
people who produce processes and consequences through analvtic parts of
organizations. Two basic parts of organizations are subgroups and roles,
Mott (1965) defines a subgroup as any part of a social organization which
has all the properties of a social organization. All.organizations may be
observed to have subgroups. When vieved as a social organization, a school
contains such subgroups as teachers, learners, baseball teams, orchestra,
and librarv users. Analyzing the school in another way, the school is a
subgroup of a larger school svstem which in turn is a subgroup of a still
larper community organization. Other community subgroups which are parallel

to the school and which interact with school peonle to influence school policy
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and practices include businesses, churches, welfare offices, city parks,
and informal friendship networks. When communities aré analyzed as
gubgroups in society, some subgroups may be seen to specialize in com-
merce and others in manufacturing, food processing, or education.
Nashville Tennessee claims to be the Music City boasting 97 record-
ing studios. As point of.fact, bqt not of brag, the town also has er:
700 churches, the highest church to population ratio in the United
States. The brag focuses upon a new growing industry; the fact of
churches is a well known traditional aspect of life in the "Bible
Belt,'" and not newsworthy nor of direct interest to people associated
with ind strial development., Both music and churches contribute to.ths
community. Records produced in Nashville are sold throuéhout the
world. 1In exchange, food, automobiles, and fuel are shipped into Nash-
ville to sustain life there. " Churches provide numerous jobs for archi-
tects, real estate speculators, janitors, and publishing houses from
beyond Nashville. Thus, the community, as a'subgroup of society, pro-
duces one commodity which is exchanged for things produced in other
communities. V |

In more general terms, this exchange may be characterized as the
development of a balance betwcen specializgd units of an organization.
Mott suggests that 1f a part of a soclal organization develops special-
ized functions or activiiies by its members, then it is dependent upon
;thcr parts for the performance of other functions which are essential

for survival. He suggests further that "The greater the differentia-

tion among the subgroups of a social orpanizatiom, the greater is theirx

mutual dependence " (p. 15)-
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Roles are parts of social organizations; they are performed by
pcople, but are not people per ge. Roles are combinations of rights
and responsibilities with which certain activities are routinelv asso-
ciated. People perform activities associated with these rights and
responsibilities; people perform roles. Shifts in the balance of
rights and responsibilities bring about a corresponding shift in the
relative status a person may have in that organization., Different
constellations of rights, responsibilities, and corresponding statuses
yield a division of labor within any one organization and between two
or more organizations. Again, Mott generalizes this concept of divi-
sion of labor derived from role differentiation by suggesting that 'The

greater the division of labor in an organization, the greater is the

actual dependence of the members " (p. 18).

Field teaching is composed of patterned actions by people (roles)
designed to intervene into an organizational.division of labor at the
subgroup level. Interventions a;e to bring agout a ngw balance or a
partial redistribution of rights and responsibilities among members of
that organization. The redistribution is to provide a bélance in depen-
dence and support favoring subcultural norms And subgroup expectations
of mémbers of the organization, For example, a student who 1s expelled
from school because of a history of '"bchavior disorder" 1s supported by
a ficld teacher for readmission to school and if necessary for an
dppropriatc individualized program to be established immediately.

Means for accomplishing this end include threatening to take school
administrators to court to obtain public services for a public tax-

payer's child and providing technical suggestions of alternative
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classroom teacher'responsibilities. A second example of field teacher
ectivities is instructing mothers of low income families how to use
instructional materials like DISTAR reading kits so that their young
children break standard reading codes before entering school. Both of
these examples incorporate a redistribution of rights and responsibili-
ties of school based educators by non-school based educators using
their knowledge of formal organizations to beat the chances of per-
sonal failure being attributed to a child's personality or life style.
In other words, field teachers gave professional secrets to nonprofes-
gsionals for their joint use ip changing the balance of power and thus
social integrative forces in an existing division of labor in a social
organizatilon.

The characteristics of social o;ganiéations, social'change, and
gocial information affect concepts and actions feléted to handiéaps.
Perﬁhps.the most fundamental effect is that handicaps are a function of
organizations, not of individuals. This effect 1is different from com-
mon sense or from current special education and psychology emphasis.
This soclal organization relatlonship can be stated iﬁ proposition form
and teste&. However, social sclence conceptions of handicaps are that
they are the effect of combining an individual difference with a social
judgement of incompetence or deviance (Farber, 1968).

Becognition of this combination acconmodates knowledge about social
organization, change, and jinformation that diversity is a standard phe-
nomenon. No such agreement exists about the origins of deviance.

Cohen (1966) suggests that one school of thought considers rule vio-

lating as normal ond convenient dally activities and asks why most
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people conform in the first place. A sccond school considers control of
deviance esscential for maintaining social orranizations. Depending upen
the school of thourht followed, different concepts of deviance are gener-

ated. 1In field teaching, deviance or lack of conformity is accepted as a

.given phenomenon which should be understood for its benefits to peonle

rather than just for its orpanizational disfunctions. Deviance is seen
also as the beginning step in changing social orgadizations. Although the
argument is circular, common sense leads to the suggestion that lack of
conformity is necessarv, but not sufficient, for gencrating changes.

In surmary, primary characteristics of field tecachiny are that social
organizations are both the iocus and focus of actions which are intended
to produce a redistribution of power toward more direct support for human
differences. Tools to instigate such actions include (1) exhibitinﬁ altern-
ative orpanizational forms, (2) making private—professional—technical infor-
mation available for common folks, and (3) exposing as persistently as
necessary, inconnrﬁcnces betwoen intended and obtained goals for human
services.

Rcdistriﬁution of power may be a noble end, but it certainlv is un-
likely to be accorplished by educators who spend their time tryi-p to change
people. Relationships between power, roles, subgroups , and handicaps are
concepts related to characteristics of field teaching. These relationships

can be stated in propositional form.
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Propositfons About Tleld Teaching

This model of field teaching is a constellation of propositions derived
from theorv, practice, and facts which constitute social sclences. Primary
focus of these oropositions is upon social information beinp distributed
in forms and manners which inércnse the probabilitv that individual citizens
may modify their life stvle to their chocsing., Propositions are divided
into several categories, each of which is represented bv an issue. Two such

‘issues are that education gives priority to maintenance over changing society

or meeting human necds.

Insert Table 2
Here

The first element of each issue (See Appendix E) is a characteristic of
traditionmal education: the second element is characteristic of field teaching

Issue T
The first issue is that education gives priority to changiné people over
changing scocietv. This priority is best exemplified by the current emphasis
upon behavior medification at professional conferences. An analysis of
presentation titles listed in the 1970-73 Council for Excentional Children and
American Association on Mental Deficiency confe;ence bulletins indicates a
majority of the presentations focusing on people chanping with present-tions

]

focusing on social orsanization analysis and changes in order to change
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TABLE 2

ISSUES USED TO DERIVE FIELD TEACHING PROPOSITIONS

PROPOSTTIONS

*A. n-lationships Between F B. Relationshins Bet-een
L.arner and Social Social Information
Organization and Social Influence/
' Controls
1. Education Gives IA - 1A, S

Priority To People

Changine Over

Changing Society

-
II. Community Oreanizine IIB - IIB.2

Gives Prioritv To

Maintenance Over

Meeting Human Needs
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people, or attempts to chanpe socicty a distant sccond. A sccond

example is to review the brightly colored commercial materials huck-

stered In the exhibits of these conferences. The disproportionate
emphasis on technique for altering pecople is understandable as an out-
growth of the capital intensive emphasis upon education, and that educa-
tion is seen as a means for learning npp“oori5te social roles for a
competitive society.
Field teaching propositions regarding this issue involve raising.

cansciousness of one's relative social position, of relative rights
. and responsibilities associated with various positions (including the
availability of food, clothing, medical care, and schooling), and of
social mobilitv opportunities. Salient learning is seen as relevant to
learning to define and resolve sucial problems in ways which afe to the
advantage of the individual rather than é fsencralized other such as society.

-

Propositions about Relationships among
Learner and Social Orpanization

Field Teaching Pronosition IA

As the learncr increasinnly relates own thinking and activities .o
more gencral social processes (such as social mobility, acquiring sus-
tenance resources like medical care, nutritious food, relevant education,
and emplovment patterns), cducation increasingly 1i¢ reated as a social-
political process instead of just as personal growth and/or job prepara-
tion experience.

Field Teaching Proposition TA.l

The t. re the educative process is viewed as related to outside of
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school, the more individualized and specific may be the knowledge
acquired and the skills developed bv the 1enrner..

Scﬁooling by and larre consists of mastering interpretations of
other peoole's ideas - witness srade and secondary school required
texts wvhich present how—tp arithmetic books instead of basic mathema~
tical processes, history books which consist of much political inter-
pretation about good and bad people and actions of the past, and FEnelish
texts vhich emphasize creativity without use of basic rules of commun-
jcation. Such interpretations provide a basis for generalizations and
principles about the nature and needs of the universe, and for master-
ing techniques used bv others ~» develon such generalizations and about
the plannine of future corporate social policies and nractices., However,
_relatively litttle time or energy is‘dirécted toward solving immediate
problens encountered by the learner, or to linking-evervdav street life
and the strucele for existence in a competitive world with the current
situation.

Field Teachine Pronosition IA,2

As consciousness about social or personal problems rises, teacher
emphasis shifts from task of people-changing to process of decision-
making per se in educationally related activities as a political activity.

These shifts nroceed:

a. from unconscious avareness of relationships between
learning and social processes to consciousness awarencss.

b. from personal nroblems to social issues.

educative process.
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Ficld Teachine Pronosition TA.3

As consciousness of bein® "donejto" rises, educative processes
change from teacher directed activitv to learner directed activity.
Such processes produce chanees in activitigs:
a, from an external to ingernal locus of control for learninsg.
b. from being done—to—doing—for—oneself or others.
c. érom management by teacher specified learning objectives to
student learnings about specifving own learning objectives to

management by learner snecified objectives.

Field Teaching Propositinn_IA.A

As the learner increasinglv snecifies learning objectives, the
field teacher increasinsly serves as questioﬁer who assists in outlining
options for action available to learner.

a. educative process g0€S from people changing to society
changing.

b. educative process goes from military to Socratic style.

c. teaching goes from kev—ho1der—to—sum—of—a11—know1edge to
catalvzer of learner relevant activities.

Eield Teaching Proposition IA.5

As learner increasinglv makes decisions abnut alternative con »quences
of his own behavior, includins educative activities, the function of the
behavior changes from follower (from doing what others do or saving what

others say or do) to that of initiator: to doing what seems anpropriate or

fits with current stnte of knowledge, power, and relevance for the learnmer

and of significance to others.
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Issue T1

The second issue is that current community organizing allows main-
tenance, not change,'bf existing social arranqements. This prior ity is
exemplified by the recent short-life of the Federal Office of Economic
Oopportunity. This off~ ~stensihly designed to fight povertv, is being
phased out of existe - 1 housh approximatelv 30 million American
citizens live below L @ ec .mic level required for federal assistance.

Field teachinz propositions regarding this iszue involve the use of
information zs a social medium of exchange and thus of social power. For
example, information is used to translate a mama's speculations into facts
about her child's development. This translation is accomplished by making
information nreviously private, public. Thus, scientific information con-
tained in professional-technical jarson and journals is translated so it

can applvy to general aad snecific statements that relate to mar 1's situa-

tion.

When mama has the same understanding about the development of her ckild
as does ai1 expert, then mama has the option of knowinglv accenting or reject-

ing the expert's counsel.

O
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Propositions about Relationships among Social
Information and Social Influence/Controls

Field Teacher PronoqitionAIIE

Public information is more readily available for general procedures
and goals (institutionalized) than for non-approved (deviant subcultural)
norms. .

As the quantity and quality of public information increases, the
relevance to non-anrproved means for obtaining a goal is lessened. Once
the faculty discover that student(s) use confidential files to obtain
information ocncerning their graduate progrém, a lock is placed on the
files. Such a procedure blocks.that source of information, but sugeests
the importance of the information withheld. Such a public procedure as
breaking the lock will not be done. Hoyever, the student will systemati-
caliy collect reievant information from other sources and speculate
regardin® additional information because it is now public knowledse that
information is withheld, and that privilesed access is required to obtain
the withheld information. Thus, the privilesed information stratifies the
parties involved into those who have access and those who do not have access.
In the case of information resarding the evaluation of students by faculty
members, the facultv have the privilese of access. However, in the case of
the students' mea.s to acquire general acceptance of competencies by faculty
evaluators, students have privilege of access, and systematicallv restrict

‘the faculty from such information except as it 1is beneficial to demonstrating

competence.
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Field Teacher Proposition TIB.1

As the amount of public information about educational procedures de-
creases, the amount of speculation regarding private information increases.

When decisions affectine student's poals dre being made by persons
other than that person, and such decisions are told to a limited number of
confidants, speculation regardine these decisions will grow among colleaSues.

In a restricted group, as speculation erows, the likelihood of correct
information beins merged with speculative ideas also grows. Those persons
who piece together public information and then posit it to persons holding
private information obtain a reaction to the posit. Such a reaction may
be either ignorine, agreeing, and/or blocking the sucgestion. Any of these
responses provides additional public information for speculation unless
current confidence alliances are broken and new alliancés are estabhlished.
Thus, when a decision regarding a student is made by facultv member (s),
someone else is aware of a meeting taking place - the absence of a4facu1ty
member from his office, the presence of a memo to a clerical assistant, a
corment overheard. These pieces of information may be collected simplyv by
being present in a busv office. Such collect. ons may be exchanged for
accurate information in order to stop a rumor which will harm the public image
of a faculty memher or a student, When collections of speculation are not
exchanged for accurate information, and when confidences do exist, an out-
side authority may attempt to halt the speculation of posing sanctions
against the speakers. The imposition of sanctions will actually generate
additional publicinformation (bv definition) and private information (student
suddenly'dropped from the prosram), and another evcle of speculation mav be
started. Thus, we are able to state an lypothesis about the relationship

between information and educational procedures.
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H: Speculation mav be reduced bv eaualizine the aqualftv and aquantitv

of public information availahle to all narties concerned.

Such equalizing establishes a public source norm for judpement

regarding the accuracy and influence of information.

Field Tecacher Pronosition TTB.2

The presence of private information held by the faculty is considered
to have a negative rather than a positive pntential effect upon the
student, because (1) the informal means for achieving the desired degrees
are not congruent with the formal means, (2) some of the informal means
are recognized as not being approved bv the faculty. Thus, the risk of
using any set of means to obtain a formal goal varies with the speculated

amount of private information withheld from the students.

DISCUSSION

‘Finally, change afents, known as field teachers initiate social change.
At issue here is ‘the concept that social change occurs in small linear steps
rather than through diverse, multilaterél moves. People change models are
exenplified by medical and diasnostic priorities which assume. that identi-
fication of a causal agsent of a problem is possible. The logic 1s that 1if a
cause of a problem can be identified, then wavs can be developed to eliminate
or at least reduce the impact of the problem.

The field teaching model r~cognizes that the universe consists of such
a great number of interrelated phenomena that a single cause-effect state-
ment about anv ph¢nomona i{s too simplistic to account for'more reneral
chanpes made in the social svstem. Therefore, the field teacher is train-
ed to initinte multinle chanpes wh{ch effect the lives of community members

at the orpanizational and Iinstitutional levels of a community.
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APPEIDTX A
CURRICULUY PLANIING SEOUENCE OF ¥FTVLD TEACIER

TRATNINC PPNGRAM

The 1B major consists of three multi-stamed components which can be

identified as: HB Curricular Plannine Activity Scquence, Table I, Nevelon-

ment of Career and Course Obiectives, Table IT, and Selection of Field

Worl:, 7Table ITT.

A student begins in the HB major with his statement of career goals
and consultation with faculty members regarding appropriate competencies
required to achieve these goals. If this does not occur, the student exits.

After the student has stated his career goals and required competencies,

the student enters another phase of his Curricular Planning Activity Seaquence.

The Development of Carcer and Course Objectives begins with a statement

by the student of his carcer goals in behavioral terms. This statement of
objcctives makes use of the sample included as Table TIV. If this does not
occur, the student exits.

The next step is an outline of a proposed course of study for his entire
procram. If this does not occur, the student exits and restates his bchavioral
objectives and the outline for his proposed courne of study.

The ncxt step is to present the course of study to a faculty advisor
for review, clarificatio, and approval, 1If this does not occur, the
student exits to: (1) reconsider available courses and their relationship to
carcer goals, (?) outline a new proposed course of study, (3) re-present to

a facultv advisor for revicew, clarification, and approval,

ERIC

Aruitoxt provided by Eic:



The next step dependa on the academic year of the student. If 1t is
prior to the end of his third academic yegr, he registers for courses, if
this does not occur, he exits.

At the end of his third academic vear, his faculty advisor submits
the course of study to the HB Curriculum Sub Committee. If the Curriculum
Sub Committee does mot accept the course of study, the¢ student exits with
a gtatement of deficiencies to be met. The deficiencies are then integrated
wity the course of study and re-presented to the faculty advisor for review,
clarification, and approval and re-submitted to the HB Curriculum Sub Com-
mittee.

The ne.:t step is the submission by the student of the HB Coordinating

Committee approved course of study to the Undergraduate Dean for his approval.

1f the Dean 'oes not approve the course of study, the student exits and
returns to his advisor with a statement of deficiencies to be met. The
deficicncies are integrated with the course of study and re-submitted to
the HB Curriculum Sub Committee and then to the Undergraduate Dean for re-

consideration. When approved, the course of study is then returned to the

student and filed with his advisor.

The next step is tv register for courses.

After registering for courses, the student re-enters the HB Curricular

Plenning Activity Sequence.

The next step begins the selection of a task force. If this does not
occur, the student exits and restates his career goals and relates them to

field options and returns to his advisor with a new statement of career

geals for faculty consultation regarding appropriate required competencies.
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He then returns to the Development of Carecr and Course Objectives compo-

nent for another set of decisions based on the new statement of career

goals in behavioral terms.

Upon the selection of a task force, the student enters another phase

of his HB Curricular Planning Activity Sequence.

. The selection of field work and related program of study begins with

a review of written information on the array of field opportunities, their
purposes, and activities. I1f this does not occur, the student exits.

The next step is for the student to talk to other students and faculty
about actua. practices of various field settings. 1f this does not occur,
the student exits and reviews the written information on field opportunities
and relates it to his career goals.

The next step is for the student to observe actual field operations
and/or planning sessions. If thilis does not cccur, the student exits and
reviews other field options and relates them to his career goals. He then
calks to other students and faculty about actual practices of other field
settings. He then returns to observe an actual fleld operation and/or plan-
ning scsalons. If this does not occur, the student exits and reviews other
ficld options and relates them to his career goals. He then talks to other
students and faculty about actual practices of other field settings. He
then returns to observe an actual field Operafion and/or planning session.

The next step is to select and join a £ield project. If this does not
occur, the student exits to obser:2 other opportunities of actual field
operation and then returns t: se act and join a field project.

The next step is to identify competencies required go perform in field

gsettings. If thi dons not occur, the student exits tomeet with vertical
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team wembers (115 Task rorce). He selects and joins a new field project
and veturns to identify competenciles required to perform in field settings.
The next step is to select courses and course content related to How
and Why these competencles are to be developed., If this does not occur,
the student exits to meet with hi: {aculty advisor for extension, clarif-
ication, and approval. He then re-identifies the competencies required
to perform in the fileld setting and returns to select courses and course
voutent related to How and Why these competcencies are to be developed.

After this has been completed, the student re-enters the HB Curriculax

Planning Activity Sequence.

If the student is in his second semester and prerequisite cour. - for
advanced work in Human Behavior have not occurred, the student exits to
restate course nceds in relation to field options. He then returns for
a rcstatement of career goals and appropriate required competencies and
a reassessment of the other two components of the sequence, (2) Development

of Carecer and Course Objectives and (3) Selection of Field Work and Related

s,

ropram of Study.

If the prerequisites have been met or if the student is in his first
semester, He seleets adjunct courses. 1f appropriate courses are not se-
lected, the student exits and restates his course neceds in relation to
field options. He then returns for a re-stutement‘of career goals and
appropriate required competencies and a reassessment of the other two com-

ponents of the sequence, (2) Development of Career aud Course Objectives

and (3) Seleetion of Field Wo  and Related Program of Study.

The nex*t step and final phagse ol the first semester of any academic

year, is the cunulative evaluation of student activities and acquisition

of skills.



The initial step of the second semester of an academic year is a
consultetion with a faculty advisor for appropriate required competencies
based upon the cumulative evaluation of the previous semester. If this
does not occur, the student exits.

After appropriate required competencics have been agreed upon by the
student and his advisor, he enters the second component as he did dur 'ng
the first semester.

At this step the sequence as outlined earlier continues each semester

until the student completes or leaves the HB Major.

Febpuary, 1971 (revicwed procedure outline)
July, 1971 (prepared i current draft)

O
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APPERDIX B

A PARADICM TFOR ANALYSIS OF EXCEPTIONALITIES:
NOTES ON GHOICE POINTS AND ALTERNATIVES IN LABELING

SOMEONE DIFFERENT

by
Robert W, leiny
Associate Professor of Education:
Co-Dircctor, Ceuter for Research on Exceptional Children,
Senior Member, Institute for Research in Social Sciences,
and

Meumber, Program in Special Education.
University of North Carolina at Chapel H.11

The Paradigm for Analysis of Exccptionalities (PAE) is a logical
sequence of choice points and alternatives available for labeling
someone as different. This paradigm is a pattern outlining possible
rclationships among selected phenomena included in decision making
processcs available for labeling. This paradigm may be used to under-~
stand the processes resulting in calling someone retarded and then
treating him in a unique manner.

A paraphbrased old story might provide an example of the potential
influence of these processes,

A committee was asked to construct an clephant out of

a cube of ice. They apreed to remove what was not implicit

in the concept eleplhiant., Without further discussion, each

committee member began using a chisle and hammer to chip

ice. The small chips melted, and the original block of ice

grew consistantly smaller. No closer agreed upon representation
of a live clephant was accomplisbed than with the original cube.

*Originnlly presented at the American Association on Mental Deficiency
Conference, San Francisco, May 17, 1969, Appreciation is expressed .o Robert
A. Henderson, William P, Hurder, J. Edward llulett, Michael Lewis, Margaret
Scheffelin, and Joseph Cunninglin for critical comments concerning earlier
versions of this manuscript. Special appreciation is expresscd to Bernard Farber
and Joan Umacheid Heiny for sustained support and criticism regarding the
development of this paradignm, s
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The committoe started direct activity without an cxplicit, corporate
understanding of where they were entering the decision making process.
Once the committec members bepan chipping, a portiou of the ice-block
which could have been shaped into a number of other forms was removed,
Successive chips of ice logically resulted in a corresponding loss of
successive alternatives, The results were predictable; the prediction
was accurate: the committee constructed a puddle of luke warm water
rather than an ice-elephant,

An jmplicit corvrespondence seews to exist between committee made
decisions regarding the block of ice and the decision making processes
available for calling someonc retarded., Once the scquence of decisions
has heen entered, successive alternatives are considered and either
accepted or rejected, Previously possible independent alternatives are
selected by defanlt, Another cxample may illustrate the selection o
prior and successive alternatives,

A person runs in froni of you. This event of run:;ing may be considered
as a complex phenomena which can occur in nrumerous variations - e.g., fast
or slow running; running within two inches or 20 yards of you. By
describing the event as related to running, the observer fails to include
descriptions of physical height, color of eyes, family life style, club
memberships and other facets of the actors daily life, Describing these
phenomena as running circumscvibes the range of observations considered
relevant. Observations regarding alternative phenomena are not available,
these wore selectoed out of the situation by default. 1In other words, a
statement describiung running defines the situation under observatiorn,

The running may occur in numerous contexts, cach context providing
variations in the meaning of running - e.g., when Greg ran across the tops
of desks in a class, the teacher consideved that inappropriate behavior;
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when he won a 50 yvard dash at PLoE., the same teacher considered running
suitable for commendation. Some situations are defined as being appropriate
for running, others as not appropriate,  The reference point selected for
judpments of appropriatencss scerves as one element in definiag an

observed situation,  Thuas, alternative definitions of situations arce
excluder by the process of selection,  Successive scloctions may bae

plotted to describe the decision making process usced for labelingy somcone

retarded, and then acting in a manner related to that label. A suggested

pattern for plotcting these decisions s PALL

A Paradigm for Analysis of Exceptionalities

A }mradigm1 for Analysis of Exceptionalities (PAE) is suggested as
a basis for a systematic understanding of literature and practices
concerning ~hic exceptional individual, This understanding is baged upon
a differentiation and re-ordering of ideas and concepts into a taxonomy
of choice-points and alternative choices, FEach choice-point and
alternative is considered to represent a gqualitative influence upon the
treatment of exceptional individuals., A relevant future consideration
will be a quantitative analysis of the influence of these ideas and
concepls upon treatment,

PAE is a supgpested complement to the current problem-
solution perspective used as the basis for identification and tredtment
of cxceptional individuals., PAE may be usced as the basis for selecting
priovitics of problem areas related to initiating 10gisl§tive changes,
and for the rcorpanization and mobilization of resources for understanding

the buman czistence of exceptional individuals,
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The basic rationale for PARE is that persons and organizations which
focus vpon cxceplionat individuals Tollow patterns of activity in carrying
out these focil. PAR s an exblivit effort to provide a frameworh: for the
observation, systematization, and extention of the patterns or rules
currently followed iu the problem-solution method of identif{ying and
treating crceptionsl individuuls, Relewant obscervers, systematizers, and
initiators of patterns of activity include parents, professionals, and
poveriment workers ar members of orgarizations or as independents,

PAE  does not  provide an analytic hase {or understanding
why certain alternatives arc sclected at varjous choice-points. PAL s a

logical construct of reality; questions about the reasons alternatives are
selacted Jeal with value decisions, and should be considqrcd within a framc-
work of axiology. A systematic study of the variations of values plac-d
upon alternatives at each choice-point would complement PAE.  Such a study
should be possible by obsevving current treatments of exceptional

children in terms of contexts including cducation, politics, cconomics,
and philanthrepy, Tn addition, a possible fature merping of logical and
axioloyicnl constructs rogardiong the treatwent of cxceptional individuals
may lead to additioan] theories of cxceptionalitics,

PAE s desipned as one basis for syrtematically considering which
alternatives are available in the decisien making process related to
calling somcone exceptional,  PAR was asscewbled by using intuitive
processes, eritical comuents firon reviowers, and some naive notions of
formal logic,

The alternatives in PAE are arrangcd into proupn,. The proups arc



ordered iato o loyical sequence,  As stated above, the fivst ol the
soquence considers the oripin ol the idea related to exceptiond Vitioes,
o

the middle of the seqaence s siven to connidering the phenomena as

Pt oeaists o in the gaily activitivs of huowans,  The Tast of the scauence

is piven to consio riuy, the disposition of cach phenomena observed,

especi -y as the dicpositions velate to persens lebeled exceptional,

Tnsert Tuabioe Here

yer

Four basic sots of altoruainives are suggested as being included
in the decision-making process Lo call someone cxeeptional.’ Bach of
these sets is called a choicc—pointz. A choice-point is sinmply another
name inlicating the presence of the opportunity to sclect one or more
alternatives at & givon stag: of the decision-making scequence,  The
choiceos may be selected by axplicit efforty, or by default.,  Sowao of
these choice-points are cxplicitl msrdcyed by professional cdueators,
academiciang, and Texislative bodics. Others ave fwmplicd by persons
writing ¢ [ir icas of various types ol cxceptional chiildrend,

The o -5 dnts and altevvatives Lo PAE ave arranged in a scquence
of lopical picicquisite assumptions,  The sequence & based upon a con-
tinvously chajned set ol choices which follow a cumulative, circular
pattera.,  The cumalative pattevia inclades thar the first choice of an

Alternative provides the pre-conditions Yoy vemaining choices.  The

sccond choice (which was pre-conditioncd by the firat choice) serves as
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a pre-condivion for vemarining choices,  This process cembimies unt il
altorenbives are sci oo ted at =1 choice-points,  The circular pattern

ig obtained by considoaring the fivet sel ef chiolcens to serve as the
pre-conditions Lor a subsequost et obf choices, This cireular arvangement
functlons Lo provide am inceecne of infornation (in the form of pre-
conditions) 1atbay than disjcinted sins!le cuents for the person interested

iu oheereiny ol undevatonding hom existenea,

A osiuple <ot of cholco-poiots considered fn PAN dnclude (1) pre-conceptions

regarding phonoscig Lo be observed, (2) obsorvation sels and methods ) daily
}. h y \ * 2

activity involving ofserved cvents, and (4) representations of reality.

2a,  Tha first

h ohaer

rersrding vl

Y,

1. Pre-copcnp

choice-point for the observer of a phesceusnon of huwrn existence concerns

his proeconception: on that which the obarrver exsuines. Pre-conditions

inclvZe Lhose idens of reality, biases, prejndices, styles of thinking,

and past caperlences with velstod phone ena which influence the abscrvatien

patterns and sepments of cbacrved daily phenomena. Such pre-conditions

4 -

implicit!y include o collection ol expevivices related to ¢ necepls ot
cxcepcionalitios,  Tu populer teras, precoscoptings include the attitude an

obscever has rerordins another persor - d.o., monpoloids pve inferior to other

1

peopies deaf pevsons ere dush Tu terms of human engincering, per-concepticnus

fnelude Lhe Listooieal e:aper ionces ol the observer with the phenomenon be will study.
sreconcertions about reality way be divided into three additi I alter ives
reconcertions about reactty iy beoodivided dnto iree additional alternatives,

(v ration2l world - oie weians io oassumed Lo cuists Co achieve an
sipn is assumed to exists and is assumed to

end: cvaned ol
Tead Lo cophasis upon dovelopiog o Lechnolopy (Les) cither
o describte or Lo preseribe hunen dotivityg assumpt Len 15
made thel ebservers con eventually understand all
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(b) non-rational world - very complex world is asauned to cxists;
(i) too many events cxilst to understand all, theroiore
spontancoun evenlts vill occur; (11) scientists attempt
to understand those portions of reality which are open
to obgmevvations; (1ii) an assumption is wade that
observers can include an acknowlodgment of the
relationship of various phenomena to each other;

(¢) 1ir-rational world - an assumption is made that observers will be
unable to understand what is occuring becauge a pattern
does not scem to exist; (i) generally considered as
bizarre perspective of the world; (ii) does not seem
to lead to greater understanding of concepts of
retardation or other exceptionalities as curvently
de fined.

2. Observation Scts and Mcethods. The second choice-point consists
of obaervation sets and methods which the observer selects.

(a) Observation scts include those various perspectives of veality
used by the observer. They definc the type o. information gathercd and the
portion of reality studied. The observer may consider himself to be a
scientist, and therefore consider that scicntists do cert&in activities

. 4 s .
during thelr observations that layment do not do. Such a distinction
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between the two types of attitudes regarding which activitics are
appropriate during observation of dajly activitics is a choice which
occurs either Jwplicltly or explicitly by the investigator,

The observation set used by behavioral engincers is that science
includes the prediction and centrol of behavior., Such a set predisposes
the observer of human activity to sce thosc phases of phenomena which
he will attempt to control. Recognition of limited technical means to
control an event conceivably leads to liwmited interests ir the total
existonce of the human. Such limits allow for accepting an outsider's
opinion that a given behavior is inappropriate (for whatever reason) and
should be changed. The limited pe -nective of prediction and control may
be technically possible, but may b - politically disasterous to the
exceptional individual if "someccne' decides their behavior should be
eliminated. v contrast, an observation set of a sociologist-anthropologist
may be to describe and explain the gross varieties of human existe:..ce.
Such a limited observation set is vulnerable to the charge of allowing
oppression to exist without presenting any means to Oppose it.

(b) Observation methods include those systematic procedures used to
pursue a given observation set. They define the operational limits of
validity and reliability of those portions of »-ality intended for study.
For example, Gouldner (1954) described in some detail what a student-
investigative team actually did during a field study of industrial
burcaucracy. This description includes a discussion of the logic of the
controlled experiment used with a field -tudy mcthod.SAnothcr example of
obscrvation methods is taken from the w -ting of Kirk (1966) who suggested
specific diagnostic steps which lead to developing a remedial, educational
program for a chiild. Such a diagnostic procedure functions as a method
for svitematically pursuing a perspective that individual differecnces of
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cognitive abilitics exiast during a given point in timu.6 Such a

pcrspective may be pursucd by the use of a systcmatic procedurc, OT the
pursuit w7 ke explained in terms of a system of diagnosis. Either way,

th - observer wmust do somcthing in order to obtain information regarding
daily aétivity. In both of thesc cxamples, the procedures for action by the
observer are considered as a method. The procedures of observing may bc
explained to other persons so that they may also sce the same portions

of reality studied by the first observer. The cxplanation of the

observation methods may take the form of requesting the second observer

n?

to "look at the runniung boy and count thc number of steps he takes, or

it may consist of instructing the observer to ask the boy if he "is tired
after running across the field.”8 Whatever the instructions are to the
obscrver, these instructions may be considered in terms of their
relationship to other chojcc-points in analyzing problems associated

with exceptional individuals.

3. Daily activity: obscrved cvent. The tiird choice-point concerns

the cvent of daily activity which is observed. This activity includes such
phenomena as reading, walking.. growing, teacher-pupil learning interaction,
cognitive style variables in the mentally retarded, thc level of phenylalininc
in the blood, the administration of an intelligencec test, genetic study

of rats, and/orv the value structurc of a group of Reservation Indians. The
enviromment in which these act ivities occur includc the home, school,
comaunity, residential institutions, and laboratorics. Daily activity

to be obscrved wmay be any event which an observer considered as rclevant

to qucstions he asks. 1In the case of the mother who has a Down's

Syndrome child, she may ask, "Why was this kind of child born to me?" Such

a question nay be answered Ly referring to studices of genctic analysis,

literaturc concerning the probabiliis .o abrormalities in high-visk pregrancics



amony, sciccted so iu-con omic classes, and religious rationales. A
teacher may ask, "Why is this very active child making poor academic
progress?’ A psycliologist interested in cognition might refer to
concepts of style and tempo. A social psychologist interested in class-
room interaction patterns might explain the behavior in terms of class-
room wmanagement techniques. Each of these types of answers has a
correlated sct of information in professional literature. The literature
has ity own focus upon a portion of reality considered relevant as an
observed event in daily activity., Thesc various foci of literaturc and
the interests of persons in natural activities of living beings serve as
events which may be observed.

4, Representations of reality., Representations of reality are a

set of choice-points which couwpress and translate information regarding
dajly activities., Obviously, obscrvers are unable ro sce everything
that occurs at any point in time - e.g., while an observer counts the
number of steps a runner takes, he is unable also to record all of the
chemical reactions which were concurrent with this running. By the same
reasoning, the observer is unable completely to record all of the variations
of cultural motivation which propelled the runner during his sprint.
Limitations on which portion of daily activity the observer reco.ded may
be systematically defined and modificd.9 However, no matler how
extcrnive the observations may be, it is assumed that the recordings
will be an incomplete reproduction of the original events. Such incomplete
replications are representations of reality.

Two basic perspectives cxist to represent the daily activity of a
chil®, or for that matter, Lo represent any obsc: red event, These two
serspectives include (a) a descriptive, static hierarchy of influences

and controls, and (b) a prescriptive vepresentation of the dynamic
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processes of a phenowenon,  Both of these perspectives arce considered
as independent variables, and arc considered legitimate domains of study
without focusing upon the other, A relevant question for further investigation
is the empirical extent of independence between thesc perspectives when
exceptional children are the focus of study.

a. Descriptive-static hierarchy. The descriptive-static hierarchy
is composcd of levels of analysis similar to those d by Parsons (1960)
for explaining the social action system. The focus of the descriptive
elements of the hierarchy outlines the status quo of the observed event.
The focus of the static elements of the hierarchy arrange these ohserva-
tions into four levels of orientation, Each lev ! has.its own foci of
intcrest, and represents a self-contained set of expectations regarding
these foci. These expectations for the foci of iﬁterest correspond to
the academic disciplines of anthropology (interest in cultural phenomena),
sociology (interest in social phenomena), psychology (interest in psychic
phenomena) and physics (interest in the physical and material aspects of
existence).,

In addition to the academic disciplines, each level of the hfcrarcy
Les various technical occupations and ancillary vocations which developed
around at least one focus of a given level. For example, psychometrists
have become an active subspecialty of those persons interested in psychic
phenomenia.  Psychometrists forus upon the technical aspects of assessment
by developing and administering tests, rating sheets and other mcasurcment
devices., Similur specialties which have developed around technical skills
related to dealing with life problems arc observed in medicine (nursing,
anesthesiology) sociol ;y (pollsters, census takers) and education (admini-
strators, teachers, curriculum developers).

Elemencs within the static ~ ferarchy are arranged in order of gencrality

14
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of influence and control over cach other. An assumption is made that the
most microscopic uﬁits of consideration - e.g., the rules of physics which
govern the chemical constitucncy of the human body - influence the psychic,
social, and cultural activitics of the unit under study., A further assuwmp-
tion i¢ that the most macroscopic units - e.g., cultural patterns such as
eating habits - control the social, psychic, and physiological-matcrial
activities of the components of that c;iturc. Thus, the elements of the
hierarchy are arranged in an ascending erarchy of influcnce, and in a
descending hierarchy of control.11

Descriptive represcntctions of rcality lead to discussions of Problem
Types and Problem Dispositions. Problem Areas are derived from the various
choices within alternative lcvels and schema development. Levels of re-
prescntation include the components of the hierarchy of influence and of
control. Schema developments refer to the rationmalc, definitions, and in-
dices which arc an operational defimtion of a given level of representation,
If onc levcl of representation of reality is selected -e.g., social - the
schema development includes .ihe -ombination of rationmale, definitions and
indices used to differentiatc Liat level from another -e.g., from physical .

For example, two observers are watching two _»oung men talking on a street
corner. One assumption hcld by onc observer of the social level of
representing reality might be that two or more role-holders must cngage
in some sort of interaction - e.g., talk to each othcr. A definition of
talking to each other would be sending and rcceiving of verbal sounds., An
index of talking at the social level of represcntation is the numbcr of
words cach participant utters during a two minute period. The schema de-
velopment for the social level ol representation is that talking is social
interaction comprised of variations of sending and rcceiving verbal sounds.

Talking may be mcasured by counting the number of sounds scnt by cach role-

holder to all other vole-holders in this nctwork.
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The other observer may  assume that talking is the movement of air up
through the trachia of one person and formed into different sounds within
tthe mouth. Twé indices of talkiig ave the volume of air exhaled through
the mouth ard the aunber of tongue movements to form each sound made.

Foth the a.~ial aad rhysical leved of representation ox reality may
corgider the same phenromena: two men talking. lowever, they are observing
different parts of the phenomena, and may thus answer twoO different kinds
of quzstions. The sociologist ma answer questions concerning the frequency
of occurrence of certain word patterns between various role-holders. The
physician may dnswei questions about the positioning of the tongue in the
mouth when certain volumes of air are exhaled, Both schemas have served
a purpose for answering two different questions. Neither schema would
have achieved the same answer for the same question for the other investi-
gator if he did not use exactly the same schema.

1f one level of representation of reality is selected, and the schema
development used to describe an observed phenomenon in daily activity is
consistant with those used to défine that level selected, then variations
in observed daily activities may be cxplained as Generic Problems. Generic
problems exist when variation in one index or observation which is defined
in terms of one set of assumptions occurs in greater quantity or quality
than is considered appropriate. This variation may be in terms of physical,
pyschic, social, or cultural phenomena, depending upon which definitions
arc being used. Thus, generic problems are logical extensions of schema
development: variations in schema development plus a value judgment that
variation is too great yield a Generic Problem.

If the same level 1is sclected and the some phenomenon is c¢hsexrved,
but the schema development to describe the observed phenomenon is not

consistant with those used to define the level, then variations in observed
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daily behavior arc explained as Derived Problems: i.c., 1f there are
variations in the level of representation, or a change in the schema
developwent, then a Derived Problem results. For example, the sociologist
might consider cognative ability as an fndex related to talking, and
therefore related it to his assumption of activities of role-holders in a
network of exchanging meaningful sounds by cornsidering the influence of. .
cognitive tempo on length of human interaction. This time the sociologist
has used indices of cognition (a psychic phenomenon) to investigate
problems of human interaction (a social phenomenon). Such an investigation is
of a derived problem: problem including a schema developed from two or more
levels of representations of reality.

If the disposition of ti.c problem is based upon the same assumptions
of level and schema, then a Primary Disposition of the problem results.
For example, the sociologist considers that the variation of frequency of
talking by onme member is greater than it should be, he decides to decrecase
the number of times that man talks. Also, if a disposition for either
generic or derived problem is t developed from within the same level and
the same schema as the problem, then a Secondary Dispositicn resules. Tor
example, if the frequency of talking is considered too low for the one man,
and the sociologist -decides to initiate dream analysis with him then this
would be a seccondary dispositica.

The relative length of time considered as appropriate for the focus
of developing a problem is also relevant. An immediate problem (crisis
problem) - e.g., Johnny hit George - may call for a task oriented focus for
disposing of the problem. A chronic problem - c.g., Nayajo children losing
the historical significance of non-competition within their tribe - may
focus upon developing pluralistic value orientatidns within a %ormal

education program. Concarus for length of time considered appropriate
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for the focus of developing a problom arc implicit an the schema
development but arc not claborated here.

h. Prescriptive representation of dynamic procaises, The dynamic
proccsscs arc considered to be prescriptive statem.: - apout ohscrved
ovents. The basic assumptions of the prescriptive represcntations
include (1) the movement of space through time and (2) an explicit
effort to produce an alteration in either the content or structure of
the spacc by whatcver means arc considered appropriate and effective. The
focus of objective study of the prescriptive representations is upon the
rationale and means to produce a particular type of change. Secondary
concerns include descriptions of the beginning and terminal ever tu
be changed.

Change is measured in terms of some type of content - i.e., language use,
social welfare programs, classroom interaction patterns. The measurement
of changc assumes movement in that content in terms of time and space.

Time (T) is defined as an index of a sequence ..f events and/or the

duration of the observed eveut. Space (S) is defined as an index of e
content being considercd. A description of the measurement of change

includes the notion that at Ty (Time One) the observer noted Sp (Space One);
1ate%, at T,, the observer again noted what was earlier called Sl.. Differences
in S which occurred betwecen Ty and T, are considercd as the amount of change
produccd.

A prcscriptive representation of rcality includes an cffort to alter
Sy at Ty to §1 at Tp. An cxample of prescriptive representations of
dynamic processes is to explicitly attempt to change IQ scores (space
“oundaries) on a Stanford-Binct, Form L-M (spacc content) during a nine
month academic year (Timc One is the beginning of the academic year;

Time Two is the cnd of that nine month period) by whatever mcans are decided
172
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The prescribed changes or the initiation of dynamic processes have
not always been as effective as the implementers might have desired; nor
have they been as efficient as &h outgider might think appropriate. In
any case, the critical reader of literature regarding prescriptive
change12 will need to consider (1) the purposes of the reporters, (2) the
rationales, concepts, and indices for achieving these purposes, and
(3) the relatively limited gu’delines for producing change which have been
accumulated for use. Future considerations may be given to a more thorough
evaluation of these prescriptive processes.

Sumnary. The Paradigm for Analysis of Exceptionalitiés is a
suggested structure for considering (1) what is called exceptional individual
and (2) different ways for dealing with them once identified. PAE is based
upon choice-points and selected alternatives. PAE is sugge;tgd as an example’
of one approach to considering the decision making process for calling
someone di ferent rother than or in addition to relyi.ng upon the current

problem-solut on orientation.
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FOOTNOTES

1. A paradigm is a pattern, Many patterns exist regarding
phenomena we call life. Examples of well known patterns include the
pcriodic table which is an arrangement of elements according to atomic
weights, S-R relationships used to cxplain, perdict, and control animal
behavior, and the philogenctic hicrarchy used to account for variations -
in forms of life. Each of thesc patterns is a paradigm,

This paradigm is not a theory, but is a taxonomy of concepts which
provides the basis for systematically asking questions concerning the
existence and control of cxccptionalities., These questions and their
subscquent answers will provide additional understandings of rcasons why
persons are trcated in differential ways by various segments of a social
system,

Sce Cohen (1966, pp. 41-106) for a discussion of the major theorctical
concepts cencerning deviance and control, See Levine (1961) fa proposed theoretical
framework for special education, and suggesticn that the current lack of
theoretical propositions has limited the sources of variations - i.c.,
disability leads to rejection or incompetence - as explanatory variables,

2. Choice-points refer o a critical point of decision-making which
provide a change in the qualitative nature of the units being considcred,
For a discussion of critical points and altcrnatives, see.Schwab (1960).
A choice-point is considered as the critical point where the investigator
or practitioner makes a decision as to which alternative to select.

3. Leland (1964) criticized the inadequacy of the official American
Association on Mental Deficicncy definition of mental retardation because
not enough recognition was given to the social aspects of defining a per-
son incompetent, In preparing the vationale and definition of mental
retardation which was officially accepted by AAMD, Heber (1960) stressed
biological and psychological factors

and provided only nominal recognition of the social aspects.
In light of the body of knowledge available at the time of the manuscript
preparation and acceptance, this criticism may be considered a charge
against the field rather than against that author and the organization he
represcuted,  Such charges, criticisms, and extcnsions of existing defini-
tions should be reviewed in light of possible decision points which .
influence the type of treatment thic exceptional child receives.

4, Sece Schuetz (1953) and Shepher (1964) for an academic discussion
of (a) the attitude of everyday lifc, (b) the scicentific attitude, and
(¢) the differences between the two perspectives, Berger and Luckman
(1966) presented a discussion of the foundations of knowledge in everyday
11fe, and of socicty as objective and subjcctive reality. Bijou and Bacr
(1961) presented a theory of human psychological development from the vicw-
point of natural scicnces which contrasted and complemented Durkheim's
(1938) clas.ic discussion of the validity of the application of scientific
te- niques to the study of social phenomena,
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5. Many cxcellent discussions are available regarding the use of
experimental designs., One of thesc is a monogriaph by Campbell and Stanley
(1966) which cxamines 16 desipns against 12 common threats to valid infer-
ence. Another by Blalock (1964) presents rules of causal inference which
seem most uscful to the practicing social scientist,

6. For a more complete discussion of intra~ind.vidual differences in
children, sce Kirk (1962; 1966). based upon the assumption that intra-
individual differcnces can be identi{ied in a child, McCarthy and Kirk
(1961) presented the Illinois Test of Psycholinguistic Abilities for
evaluating such differences. Other tests desipgned to assess intra-
individ-al differences include the Wechsler Adult Intelligence Scale (1944)
and Wecasler lntelligence Scale for Children (1949). Methods developed
for differentiating intra-individual abilities included the task-oriented
analysis of academic materials (Perecitc and Englemanu, 1966), and
behavioral analysis of childhood activities. (Bijou and Baer, 1961).

7. This method of observing limits the observer's procedures to fre-
quency counts of ""‘naturalistic!" phenomena, Other alternatives of naturlistic
phenomena which this observer might tally include (1) the state of tension
of given muscle groups within the body during the running, (2) the number
of eye blinks the child made during the beginning and ending quarters of
the run, and (3) the ratio of breaths taken to heart beats made during the
middle of the up hill portion of the run. Those portions of phenomena
which were observed and counted depended upon the questions which the observer
attempts to answer. He did not replicate reality, therefore he was
selective in his representations of reality. One of the influencing
factors of this selection procecdure is the methed system he used to collect
his data,

8. Maccoby and Maccoby (1954) cansidered use of the interview method
as a means of obtaining the subjects viewpoint of the research question
asked.

9, Examples of modifications of these limitations include the use of
research teams to record observations. Each member of these teams was
assigned a different portion of reality as his responsibkility to observe
and record, thus increasing the quantity of individual observations while
maintaining a similar quality of information.

10. Parsons (1966) suggested four interaction environments of social
systems: (a) behavioral organism (most microscopic level). (b) personality
system, (c) social system, and (d) cultural system (most macroscopic level).
The terminology has been changed in this paper because not all of Parsons'
assumptions have been met to assume trausfer to PAE,

11. Parsons (1966) called this a hicrarchy of conditioning and contro!l.
These labels and their related assumptions are accepted for the purposes
of this suggested paradigm,

12. Sece leiny (N.D.), for a selected annotated listing of references

related to explicit effarts ta produce changes in eduentional, psychological,
and othier social contexts,
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Paradigm For Analysis of Exceptionalities
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APPENDIX C

Ideal Field Teacher Trainirs Program
Curriculum Content

1a order for the field teacher
apprentice to become knowledgeble prior to working in a community’
and with community people, demonstrate intellectual competence with
basi~ concepts of various social sclence disciplines and are familiar
with more general, topical literature presented Ly academic and
popular presses. The ideal curriculur includes a knowiedge of various
institutional systems, including political, economic, legal, social,
health, and educational systems. A knowledge of these systems is
required of all apprentices.

Politicpl System3:

Information is needed by £ield teachers in order to undexrstand
political systems «d to affect decision msking in the political procése.
Coursework and content. Courses dealing with (1) public decision making,
(2) nrban problems, and (3) urban studies should be r tzessed.

1) Poblic decision making. Since decisions made by goernmental
and poiitical agencles :ffect the lives of individuale within a commusaity,
a fomiljerity with the factors, organization and procedures which in-
flv*qfe public decision making ic appropriete. The {fi2ld teacher can
then aprly this i1 jormation in community ectlon ag the c mmunity i :_ Ins

to react on itg Jwn behalf.

2)  U-ban problems. Tha fiald tercher should be familiar with



he)

councepts concerning . v politcs of poverty: (a) malnutrition, o))

concepts ragavding oves and have nots", (c¢) soclalilsm vs. free enter-
price, and &) Lo political decislons affecting the budgeting and

financing c¢f proiucts.

3) i otudies. Familiarity with existant ¢ mudies, methods
of performing urban studies end literature about their findings will
complete the tor ' aware.s 8 of the student witii a research based
oitentation.

Fieldwork. -1d teacher tralnee whould become invelved in not
only the obvious, e.g., election campaigns and voter regisrration drives,
but also in on-going political decision making committees an/ programs

in local governments. These include working with or monitoring Model

Ccities »rogram:, city budget commissions and state finance committees.

Readings. A major reading recommended 1s Folitical Science: The

d.scipline and its dimensions: An Introduction (Wasby 1970). Also

recommended ore popular readings on urban politicet and interest groups,

such es the periodicals: Society and Soclal Po_icy.

Legﬂj Syustems:

It is necessary thot the fileld teacher ig also fami iar with legal
systems. This legal pc.rspectus weuld help delimlc very cific and
functional courses of actio: (i.e., litigation, legislation, identifica-
tion of legal rights) whic: can be pursued by community people.
Coursework and content. The .oat apprepriate method for dealing with
legal systems would involve coursevork concerning & iemiliaricy wi=h

terminology end specific cage stucics. This =uformation 13 ¢ railable
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at most law libreries in such specific publications as Corpus Juris

Secundum, Jurlsr-udence, The Poverty Law Reporter and the Juvenile lLaw

Repri rer. The implications of course content would be applied in an
internship pregram.

Field work. An appropriate field experience would be to assist
lawyers and law utudents in researching as well as in drafting, briefs
for cases. The field téacher apprentice vould assist persons invclved
in specific types of legal strategy, examples would be: (1) assisting
in setting up a juvenile clinic through Vanderiilt Law School; and
(2) assicting in a class action suit for '"righte to educa:ion' with
tne Tennessce Association for Reterded Children and Adu’..8.

Readings. In addition to those bodies of literature noted above
a lay understanding < { the terminology end a competency in getting to
specific law references would be required.

Econom - $y:iens:

Inherent in unlerstanding political proceeses includes an zvereness
of the economic busis of a community as well as the economic procedures
o. soclety as a whole. The implications of such a system coni.ibute
dirc:tly to the intrractional b "'s of cor.aunity action or implementation
of programs.
Coursework and Content. Again coursework is most helpful in handling
technicalitier in termlinology and concepts. Topics such as macro-economics,
economics, the economice of health, and national income aualysie cre
necessery in the breadth of .equired understending. Coo ses in Business

Aduinis cretion. especially deallng with industrial apd uwrade unlonism
; P y

are also rclevar .. Vith this background, a working awarcrses of the




economic jargon and a means of analysis wlll be avallable.
Economic courses include:
1. economlcs of the ghetto
2. macroscopic economics and soclial forces
Fleldwork. Arcas of fileld experivnces would include:
1. state planning comaission
2. Metro planning commission
3. state or local employment comm’ssions
4, winternational trade developmont program operated by Third
Natlona. Bank

5. loan department of finance companies

6. loan departments of any of the io.al benks

7. federal reserve bank
8. Genesco Corporition, expe ially the mariec’ nartment

9. marketing consultant proagram at UT-'.ohvil.

These areas most especlally would offar ithe spportqnigy to ask
questions about economifcs in order to understind the rational. for
decisions being made b, various orgarizatiecn.

R.adings. a) Readings can be ciessified Latr four cutegeries: (1)
introduction to economics--e.g., Hciloronmer (1974); (2) tig Lusiness--e.g.,
Cavea (1964); (3) popular issuen--e.g. Dolan (1971), aller and Williams
(1972), and North and ililler (1971); aund (4} phil. scpay o swomica--e. 8. ,
Edwards (1966). b) rurthermore, ussisi.ace in techal.cl ter.. e2ulc te

~

supplc ‘2nted with the icGraw Hill puoticatien sitl:d D cticnary of Medexn

- ~—omice- A Handbook of Terms and Orgend. aticeg, 1365
. g b N SNt
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Social Systems:

in order to u~J-rsta. . the relationships between economic, political

‘g

and the legal systems, a soclclogical awareness .8 ugeful.

avork and Content. Theoretical concept dea:t within coursework 1s

Cours
necess.: -, These concepts include:
1. Soc.oloyy of education
2.  Politienl e w.ogy
3. Urbkan community .

4. Socicl Problems

5. Sociological methods course

6. (political science) - Politice of the Urban Community

In addition, research methodologies and data collection tezhniques
should be stressc in order that the apprentice understand hov .o gatier
and analyze information regarding social ‘ssues relevant to tae lives
of community people.

Fieldwork. Apprentice experiences for the field teacher might include:
(1) Interviewing staff members of public health programs, and (2) becoming
familiar with cmployment trends and research data that are being gathered
through the Univerqity of Tivaesee-Nashville. 1t would ~lso be beneficial
for each apprentice to work .a o cxisting community organizetlon bu:

not necessarily in a research role. This can be wocorpliched by working

in a Community Action Program or similiar prograw and s>ing whatever 1s

necesssry to keep 1t going, ¢.g., stuffing envelopes, answering t e phone

and basic organizational wor™, would provide an opportunity to engaze
in the requisite routines which sc dom recaive spectacular notices in

his 3 ouggested so that each apprentice

textbeoks or newspeper erticles. T

1.
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(1) becomes femiliar with the techrique of maintaining community
program:, cnd (2) learns the inaside workings of community based
organizaczions. Apprentices should also find an action problem, i.e.,
work with a famlly that hs# a child who has been psychologically
evaluated as mentally retarded, or with a child who has besn
expelled frowu school becaus: of behavior problems. This will then
aliow the apprentice to gain some ex ,erience in working not only
with community members but also in maze running, i.e., dealing

with the rany speclalty offices, 1 'es, and statuses wi’.. constittite
commur organizational structures such as the bureaucrantic

framework ef the school system.

rninouwier alternative would be to serve as a research assistant
sucring at least the developing stages of large research project.
Then, apprentices cen become familiar with the dec.elopmental aspacts

of the project as well as the collection, analysis and interpretation

of data.

Readiugs. General sociology, applied soclology tcuis, social
change, and systems analysis would be most helpful if completed in
conjunction with practical experience.

Health Systems:

One regorce unavg.labie to members of the surplus vep. 0 L is
health savvices. Lack of access tr- these services can he & v, ¢
differential that create inequality of desired resources ¢ tw= n mwajority

and minority groups.

Courar rork and Content. Courses dealing wita public and privete heslth

gavvices end delivery syatema wou ' be most beneficial. This woul:' =nanie



apprentice ficld teachrrs to become familiar with services offered and
also provide knowledge about the most effective means that these services
caa be usved by the members of a comnunity.
Fieldwork. Fleld experience could be made availavle with Departmants of
Public Health, local clinics as_wgll as becoming an aide or orderly c:
one of tha locel hospitals. Anéfher possibility 18 to work with one of
the the many Advocacy offices that have emerged, being an advecate for
a person who is in need of medical and/or social services. These ficid
experiences will enable the apprentice field teacher to become familiar
with the services that could be offered, 1f it is known that the services
do exist, and also, how these services are viewed by community members.
Another possibility (in Nashville) would be to contact the Urban
Obsexrvatory which is conducting an “valuation Survey of Health Resources
fc the are..
Readings. Readings that would be most helpful would be those con-
cerned with nutrition, public and mental health €¢services and -elivery),
profesaionalism 1 the medical profession, socilal services, and tae

sociolopgy cf medicine would be of " cnefit to the apprentice fiel . teacher.

Educational Systea:

Part of the time tiat the field teacher apprentice spends in the
firld will se with children and their parents. In order to fulfil._ the
needs of the purent and the soc: 'liz: .ion patterns that want for cheilx
childre, courees a1 education are also recomminded.

Coursewo:’t and Content. Coursework on techniques and methods of teaching

would be helpful, although unne: 28t .ry 1f the content of the courses i8
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avallable eluewhere. However, courses describing the use of instructional

objectives and curre..t research in the fleld of education are appropriate.

Also, stress is placed on ldentifying behavioral objectives, and practlca.

Courses deall:  with “istory and philosophy of education may be helpful

in identlifying trends, €£ads and other attempts at change.

Flgldwork. Individual tutoring, working with individual children in school,

at home, or in an alternative educational setting would be appropriate. The

ide~1 field sett’ng would include the apprentice field teacher 1) teaching

& ¢l 1d a specific task, or curricular subject, and 2) helping a child

whc has been labelled as 'different.'" The tutoring and/or assistance is

to be consistant with the wishes of the child and the child's parents.
Readings. Readings should include texts o alternative schools;

reports about the existant school systeus, e.g., Janowitz;.studies on

urban and ruras education; and :opular literature about the "present

school dilemms ' that exists in -cducational institutions. Stress should be

placed on recent research conr " - the role of education in socilet, e

Friederbury's Cening of Age in America. Program development readings would

also be of benefif co em =244 o the apprentice teacher in the fileld.

—
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ATTENDIX D

Curricnlum Scquence of Fleld Teaching Training Program

The curriculum sequer 2 fo. tralning fleld teachers

may begin when a person enters as a f: »shman or a senlor. Entrance

into the field teaclier training sequence will be obtained by enrolling
for Human Behavior 110. This course may be uécd for personal growth,
familiarity with community agencies and/or independent reading. One cf
the products obtalned by enrolling in HB (Human Behavior) 110 will be

for people to outline a program of stu..es, to submit the program of
studies co the flr1ld teacher training faculty, and to negotlate an
.acccptable program of learning which will continue through tie remainder
of their B.A. college activities. Aftcr the studen. has completed HB

110 aund 13 screened into the Human Behavior Program with a ‘eld teaching
emphasis, the student will enroll for lr—=n Behavior 210. HB 210 will
conslst of short seminars (e.g.. "1ife st le ang arlous soclal strata;
Participant c¢bzervatlon reco: g nrocedur:s) as well ac Task Group
activitics. Task Group activities will be directed toward outlining
goals and objeciives to implement neighborhood activiti.s leading to
changes in frequency and quality of local neople's involv~ment in com-
munity dceisions, and to dev-~lop ti . m~ans by which these activities will
be achicved. In effect, tho Task or Seminar Group activities are con-—
ceptualiz-d as an organizationzl base for a ‘Naldex's Ralderss" 1n education.

Durirn- the final vear of the tralrning progriam, the fleld teacher
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apprentice will obtaln an internship--i.e., a full time work situation-
field experience in which cach apprentice will expcerience first hand
application of the systemic, theoretical and research studles, as well
as learning first-hand application o  the critical thinkin . that has
been developed during course work. The inteonship will be classified
as Human Behavior 220 aod will require the student to integrate all
cours: ork, task group ¢ per-cnces and the Internshi:. 1into a reported
arca po, v,

The area paper 1s to be reviewed by the Humin Behavior coordinating
committee and field teacher staff. The preparatlon and pr.sentation of
an area paper 1is part of the monitoring process. FEach ar entice field
teacher agrees to prepare an arca paper as a demonstration of Iintegrating
all majér on and off-campus activities of the student for the yeér. Com-
pleti-- f the report a-d acceptance o. it by two readers is'necessary
before 1c seminar activities o+~ considered complate. This recport
will be checked agalnst individualized criteria for complction of
. ceviously agreed upon tasks established to mect the apprentice ileld
teacher's program of atudies.

Monltoring procedur.s fer wctivit: © and participation in seminars
are bac . uvpon the assumption that e content 1s the intecgration of
acadcnfics with real world problems. Accordingly, monltoring procedures
leciaions abounr gequences of

steps (o, for ic¢-...fying possible agencies for field work, {b) for

“braining a ficid sesition, and (¢) fr - self-evaluation. Task and
Seminar Group actlivitles ~erve as one phase of the me . .oring process.
Descriptions about 1) what ig belug done in . ~lo:: field projects,
9
PN
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2° what 1s being accomplished in varlcus clasges, 3) how the two sets
of activities do or do not relate, and 4) what problems are encountered,
are included as part of the Task and Seminar Group activities.

Through these different instructional procedures, learning acqulres
two different meanings and chus is Interpreted to be derived from two
different sets of activities. O; the one hand, learning that is derived
from leccure discusssion settings may be interpreted to occ r as the re-
sult of a linear relationship between the content and procedurec out-
lined by an Intructor for a course being offered during rgptricted por-
tions .f a calendar year. On the other hand, learning that is directly
involved in decislons that affect the individuals (Heiny and Cunningham,
1572),

Activities that relate to learning from lecture discussion learning
may be provided in the form of proszramm:d sequences of cxperiences whare
identified means of instruction are considered important enough to be
completed by 21l students in the .prescribed manner to some arbitiary
standard for grading. At the same time, learning that derives £rom field
teaching 1s the resul: of "attempts to differentiate between gpurious
and patterned events in order to understand more about the unlverse, and,
thus, be in more direct Lun;rol of what happens to self z.d socilety
(Heiny and Cunningham, 1972)."

The combination of the meanings ~nd activitles¢ ssociated with field
and coursc settings 1s consld-rea appropricsce to the .ssumptions and con-
cents that are assoclated with the field teacher training model for tne
srevesilon wwd amelleration of imstitutional procednres whizh foscer the

creation of a surplus population.



Summary of Assumptions and Field Teacher Model

The fleld teacher - ode! has been o iered as an alternative to the
trad{tional medel for teaching and tvaining personnel who attempt to
prevent handicaps. Specifically, the alternatlve is "based on the  so-
cial sciences and (1) outlines handicapping conditions as resulting
from processes of social interaction; (2) accounts for soclal change
mechanisms; aud (3) accomodates cultural pluralism...foy the mal-lcnance
of a democracy (Heiny aud Cunningham, 1970)."
« ternative model 1s rooted In thr - baslc assumption : (1)

o

goclal institutions'conSLitute components of a soclial system; (2) ed-
ucation processes within these institutions focus upon prep .ring role
holders to re- ace current Institutional role holders; aid (3) prospec-
tive role holders are evaluated and some are eliminated from sgecific
roles resulting in the creation of a surplus population (Farber, 1968).
In an effort to translat. the concc ts and assumptions into an
effective role for special educators, the field teacher apprenc.iceship
has been offered. The program emphasize social action through com-
munlty organlzation and a theoretical understanding of soci:.. science
di. lines aud social orcanization. The Integration of learning that
occurs as the result of both actlon an'! theory will enable the apprentice
iyield teacher to ~xplore easy that will assist community members to ac-
comodute cultural pluralism in a manner that w'li 1) ad’ -t the components
of soclal institution, 2) restructure institutional priorities from one
of prepari g replicoements for current role holders and offering, iInstead,
a prioyvity te support and understand life sty.r 5 that are consistant @ ith

commmlty values, i therefore 3) prevent the systematic elilmination of
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of certaln indivs..duals from roles in society, that is, the prevention
of the 1dri “fleatic of a s-:rplus pepulation.

In conclusion, a logical and nccessary sequence has been establle ea
for training individuals to perform as change ageots--the field tcacher.
The ratlonale, curriculum, administration and development of this proto-
type model have been suggpested as o:  means to implement a soclal s 1ence

based training program for teachers in & naturalistic settin-.
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Occaslonal consultant on curriculum and model developuent included:

Robert Bjork, Ascoclate Professor of Education, Social Scienco Division,
George Peabody College, Nashville, Tcuneusee.

Rodney Davis, Associate Profo,sor Psychology, Department of Psychology
LaVerne Coilege, LaVerne, California.

Floyd Dennis, J.. , Community Programs Coordinator, !-unedy Center,
Nashville, Tennessce.

Dan B. Cerman, Assistant Professor of Tolitical Science, Soclal Science
Division, George Puabody College, Nashville, Tennessee.

James Hall, Assistant Professor of Sociology. Deparcment of Socilclogy,
New England College, Henoilker, New Hampshire.

Shi-i - ¥, ewton, Assisuzn® Professor of ETconomics, Social Science
iyiv. ~oa, George Peabody College, ilashville, Tennesse~.

*iam L. Yancey, Assoclate Professor of Soclology, Department of
iclogy ana Anthropology Vanc2rpilt Unilversi.y. Nashville, Tennessee.

h

—~

FeA
[
e



APPENDIX E

Notes for Introduction to Issues:

Issues are matters of action or intended action on which people
disagree. The disagreements may lead to a review of possible alter-
natives of pursued or intended to be pursued actions. Issues can be-
come arguments about which came first, the chicken or the egg. Under-
standing relationships between handicaps and field teaching requires
the study of issues generated and reported in professional and popular
presses. Study of these issues requires gaining a "sense of history"
and a familiarity with basic philosophy, objectives, methods and sci-
entific research results and in professional practices educgtion. In
order to assist each prospective apprentice field teacher and each
novice behavioral sciertist concerned with deviance and competence,
several recurring issues are briefly reviewed, summarized and critiqued,
especially as they relate to excebtional children.

Spending time in chicken-or-egg debates probably, will not lead
to a final resolve of any of the issues if historical accounts are
valid bases for predicting future outcomes. Therefore, as issues and
resolves which result in the identification and treatment of handicaps
are considered, the logical, axiologlcal and metaphysical biases used
by each author and scientist are reviewed for similarities and diffeg~
ences. Although these biases are sbstract elements usually left for
dlscussion by philosophers, they also are attempts to summarize primary
cauge-effect relationships which often arc treated as assumptions by

professionals and scilentlsts.
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For example, essays by Sartrc are not expected to present the
world and its phenomena as related in a raticial manner. "New'',
different or ironically unexpectced events accepted as the substance
of discussions. In the same way, when an article about psycho-1lin-
guistics and handicaps by Kirk is read, the rcader expects observations
to ve treated as thought they are lawfully (predictably) related and
knowadle. In their writings and in their public work, but not neces-
sarily in their private lives. %oth authors use different starting
points for understanding the world. Such initial differences provide
cuzs to predictable differences in ways to identify, prevent and treat
handicaps. Additlonal differences exist throughout the literature
about handicaps.

Such lock of one absolute way to view the world results in posing
hypotheses about how the world goes together. Several hypothecses related
to issues which have resuited in the study of the handicaps include:

Hy. No single resolve to any cne of these issues let alone their

{nteraction has been nvesented and accepted by all peorle
throughout reccrded ' .oiy.

Hy. Rellgions and reinted bzlfef systems have been fermed around
different sides of ihese issues and are still competing for

the right to represent and sponsor "the truth'.
Hy. Governments and nations are formed to protect one or more

resolves to these issues, and compete with other governments
for the right to protect their brand of resolve.

Professions and related service delivery system members are

developing to implement one side of an iggue concerning social

justice for a segment of a population, but soon burn out of
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zeal and resort to organizing themselves for self maintenance
measured by effectiveness and efficiency of operation.
Popular and academic fads surface in cycles as gucceeding
generations rcdiscover a veralon of the wheel and attempt

to claim the discovery of a panacea without reviewing limit-

ations and mistakes experienced by previous users.

These hypotheses have not been tested formally, but are used as

assumptions underlying the use of issues which generate and maintain

the concept of handicaps and practices related to the concept. Implicit

review of these hypothese/assumptions is possible by considering the

literature listed in Appendix . These lasues are resolved temporarily

daily by professionals and laymen by specifying the conditions (time,

place, intended goal) under which one perspective is approﬁriata, and

the conditions under which another perspective is appropriate. Each

apprentice field teacher willl identify these conditions and appropriately

relate this literature and these-categories to prevention of handicaps.

Major igsues considered by field teachers are:

1.

2.

Handicaps are a predicament or a dilemma.

Handicaps are related to public issues of social structure
or to personal troubles 'of mileau.

Hendicaps are rclated to theory, practice, or research.
Handicaps are a concern of the nature or the nurture of the
(organism) human being.

Handicaps are related to ethics of responsibility or ethics

of conviction.

Selected racommended readings within and between these igsues are

listed for your study.
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